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ii. 
ehis loeeitudinal study examines the professional socialisation 
of a group of students during their three years in a College of 
Education. A specially constructed stole Definition Instrument was 
used, toeother with other questionnaires, to probe the nature of 
students* teacher role conceptions at certain points durine the course. 
The focus of the study upon the students' interpretation of their 
experience entailed the extensive iniearviewing of a saeple of students 
in each of te nine tares. 
The investigation attempts to remedy deficiencies of previous 
1.itish studies by developin: a theoretical framework to analyse the 
process of processional socialisation and to take account of the 
institutional setting in which this process occurs. An extensive study 
of the cones.° as a social system was therefore undertaken examining 
its formal and informal structures and processes. 	 anal:Isis of 
selection procedures, the college course, and the zewardiee and 
eeectioniee eeate, a pervading and consistent set of valves was 
identified. ehese institutional characteristics are shown to be of 
muce importance in affecting students' responses to their college 
experience. 
Ihe students develop group peespectives during the course which 
are related to the institutional setting and which involve a significant 
shift in reference groups. Periods of school practice and the early 
part of the course ere shown to be of great importance in ellapine 
these perspectives. There is some redefinition of professional 
attitudes; c prccecs only partially reflected in eoee liberal responses 
to questionnaire items. Such changes are interpreted as evidence of 
increasing professionalism. 
A pilot study of school practice showed it affecting attitude 
scores, but recorded no significant relationships between observed 
classroom behaviour and such scores. School placing appears to 
influence both attitude scores and tutors* assessments of performance. 
Students and tutors place different emphases upon students* professional 
needs; the students generally favour role socialisation, but tutors 
view the course as a process of status socialisation. 
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1. 
Chapter 1  
INTRODUCTION 
statement of the Problem 
Over the period in which this study was undertaken (1967-72), 
the normal pattern for students training to be teachers was to spend 
three years in a College of Lducation, or, if they were graduates, 
one year in a university Department of Education following their 
degree. The role for which they are preparing is that of teacher; 
the "role-socialisation" (Cohen, 1963) which takes place ie the 
teacher-training institutions is designed, explicitly and implicitly, 
to fit them for that role. Yet, in spite of the length of time of the 
training period and the importance of the task, little is known, in 
any scientific way, of the changes which take place during the course 
in a utudent's attitudes or behaviour, and still less is known about 
the extent to which the institution itself is responsible for those 
changes. 
This lack of information is not peculiar to teacher-training but 
is characteristic of all sectors of higher education. Chickering 
nes pointed to two major assumptions which he claims are held by 
teachers in colleges and universities: 
"First, that significant personality development occurs 
during the college years 	 and aecond, that colleges 
influence that development - ;hat differences in general 
climate, in rules and regulations, in student-faculty 
relationship, in curriculum, teaching and evaluation make 
a significant impact". (Chickering„ 1969, p315) 
After remarking that accumulated evidence generally suggests that 
change occurs in the direction of decreased authoritarianism and 
commitment to orthodox religious beliefs, and increasingly liberal 
aocio-political attitudes, Chickerins concludes: 
"Whether such development proceeds without the benefit of 
college is still uncertain and the evidence is mixed. The 
case for campus-wide impacts which are systematically 
related to differential educational practices or institutional 
condition is even more unclear". (p315) 
2. 
Such uncertainty is not due solely to lack of research effort. 
In the United States there exists a large, and rapidly growinn 
literature on the effect of higher education on students* attitudes. 
These studies can be dated from Newcomb (1943), a long-term 
investigation of women at an American liberal-arts college. Jacob 
(1957) lists over one hundred references to studies of change or 
persistence of students' attitudes during their college careers; 
Sanford (1962) contains extensive reviews of the effects of collone 
education; and one major study finds it possible to concern itself 
with the influence of college peer groups alone (Newcomb and 'Jilnon, 
1966). However, the most recent major American collation of studies 
on student change and college impact can remark that in spite of 
the many investigations which do enable certain generalisations to 
:e medal nonetheless "no neneralieation about freshman-senior 
change could be expected to apply equally to all colleges nor, 3 
fortiori, to all individual students." iurther, in relation to 
college impact, it notes chat "exact and comprehensive detail is 
sparse" (Feldman, 1972, pp65 and 146). 
In Ureat Britain also there is an increasing concern to examine 
the impact of higher education upon students. The aestracts of the 
Society ioi aesearch into iii her Education (19 	 onwards) show 
evidence of research into how students' attitudes are affected by their 
university or college experience. The number, scope and scale of 
these researches is however only a small fraction of the American 
studies. Similar conclusions to American researches characterise 
ricish studies but they are expressed with even greater tentativeness 
and there is frank acknowledgement that the field is only being very 
slowly explored: 
"All these types of enquiry (into change end college 
impacts) are still fairly new and no-one would claim 
that many of these questions can as yet be definieieply 
3 
aeswered 	 To attempt an answer (to the question 
of how higher education affects student attitudes), 
one must extrapolate from mericaL 	 fall 
back very largely on unsupported speculation, since 
the requisite research has hardly be7un. to be carrie: 
out in this country". (Butcher and Rudd, 1972, pp156-7) 
fhe extent to which teacher trainine institutions affect the 
attitudes oi their students and contribute significantly to the 
teacter socialisation process is similarly more a matter for speculation 
than herd evidence. Allen (1963) in a review of the literature up to 
that date could say: 
"One could reasonably expect attitude changes to take place 
in a considerable way in the time devoted to professioeel 
training". (p207) 
but could follow with: 
"What difference does training make? We have at present 
no more than opinions for an answer". (p209) 
ee the same vein, a researcher who has worked for man; years 'n the field 
of teacher training writes: 
"The objective assessment of the effects of teacher ere i  
courses on students has been relatively neglected". 
(r:vans, 1967, p72) 
Lore recently, a review of Eritish research into teacher education 
observes that 
"... we know little about many problems associated with the 
development of curricula•and teaching methods within these 
institutions, and even less about the subtle influences 
which their environments exert". (Lomax, 1972, p306) 
:even Oyetotey (1972) who argues that research dealing with socialisation 
into the role of the teacher has produced cumulative, patterned results 
(in contrast to research in other areas of higher education) can cite 
only a few studies to support her assertion. Cleiously, she omits the 
largest research project yet undertaken in this country (McLeish„ 1970); 
but in acknowledging the complexities facia- researchers undertaking 
such investigations she does identify e probable reason fcr the 
comparative lack of evidence. 
4. 
A quest for reasons for this paucity of findings is beyond 
the bounds of this investigation, but itself offers a field for 
valuable research. It does however seem certain that lack of suite:31e 
techniques to assess changes and their causes is clearly one cause: 
"The research literature seems almost void even of description 
of various possible techniques of attitude change in the 
context of teacher training". (Allen, 1963, p207) 
Another, more important, reason may lie in the subtle social factors 
controlling the social climate of Colleges of -ducation: 
"The dominant value orientations of teacher education during 
the first six decades of the present century have been 
those of social and literary romanticism". (Taylor, 1969a,p12) 
The inference here is that this "romantic infrastructUre" has 
contributed to the neglect of any sort of objective measurement of 
the effects of education provided by the colleges. Jhntever the 
reason for neglect, Shipman (196)) commenting on a. bibliography of 
research, has noted the lack of studies emanating from the Colleges 
themselves and has drawn attention to the weak research tradition of 
the colleges. 
What is needed are longitudinal studios of particular teacher 
t::'aiming institutions, based upon adequate theoretical concepts. 
Uestwood (1967) has argued that the following areas of the teacher 
training course call for investigation: 
(i) The conceptions of the teacher's role held by those 
engaged in the training of teachers. 
(ii) The most critical period. of rele learning for student 
teachers and the most influential aspects of the coarse 
contributing to that learning. 
(iii) The differences between colleges or groups within 
colleges in teacher role conception and its process of 
aquisition. 
(iv) The conceptions students have of the teacher's role 
when they embark upon their training, and how such 
conceptions may change over the training period. 
5 • 
The research reviewed in Chapters 2 and 3 shows that few serious 
attempts have been made to provide empirical evidence in these 
areas which would allow even provisional conclusions to be formulated. 
shis investigation represents an attempt, in a single collese, to 
obtain evidence of these areas. 
she professional socialisation of student teachers  
is a study of professional socialisation. Usins a largely 
sociolosical conceptual framework it enquires into hot; a three year 
course in a college of education influences the professional 
orientations and role conceptions of its students. A model for the 
investigation of professional socialisation was worked out at the 
beginning; of the research which structured the enquiry and its 
methods. This model has been used to study the college a a social 
institution and to assess its impact upon students. 
She review of previous studies of teacher education w::ich 
follow in Chapter 2 shows that they have too often been c:Isracterised 
by neglect of a number of significant factors. First, many studies 
show lack of an adequate theoretical underpinning based on the 
social sciences. .iecond, there is a marked lack of reference to the 
institutional framework within which professional socialisation takes 
place. Third, there is often a reliance on investigation of 
cross-sectional rather than longitudinal samples. Fourth, too many 
studies use only the administration and analysis of questionnaires 
as their method; there is no attempt to capture, through a variety 
of methods, something of the nature of the complexity of the process 
of professional socialisation. Further, these questionnaires are 
administered only to students at the start and end of their courses; 
there is no consideration of the effect of certain crucial experiences 
occuring during the training period. Fifth, no British study has 
6 • 
related students' self-reported teacher role-conceptions to their 
observed classroom behaviour in an attempt to check if the reported 
conceptions issue in action. The final teaching practice mark has 
been used as the sole criterion of teaching ability or style. 
Finally, there has been a luck of definition of the level of teaching 
in previous investigations. host questionnaires have concerned 
themselves with "theft teacher, rather than specifying, for example, 
primary or secondary. This neglect of differences which exist 
between teachers' roles for different age levels of pupils represent* 
a loss of precision in analysis. 
Phis investigation is designed in an attempt to ensure that 
these factors are not similarly neglected. The investigator considers 
vital that studies of student teachers must take into account the 
social context in which students receive their professional 
preparation. This means that the procedures and "climate" of the 
Iparticular college must be analysed in detail, together with the 
nature of students' responses to such college characteristics. This 
analysis is undertaken in a variety of ways, and an entering 
longitudinal sample of 126 students (reducin to 10!, over the three 
years) has been intensively studied. A. specially designed Role 
Definition Instrument (RDI) has been used to obtain measurenento of 
students' teacher role conceptions at intervals over tno three years, 
and a sub-sample of students, interviewed each term, has provided 
data both on role conceptions and on reactions to the socialisation 
experience itself. 
number of biographical, personality and institutional variables 
neve been recorded for every student and role conceptions have been 
analysed in relation to these variables. an investigation is 
undertaken of the contribution of school practice to the socialisation 
/ • 
process. In addition a classroor observation schedule (COS) has 
been used to obtain direct measures of students' classroom behaviour 
and an attempt has been made to relate these observations to 
expressed role conceptions as measured by the 
The College of Education has been studied as a social institution 
and the effects of teacher role socialisation are interpreted with 
reg.ard to the processes and structures present in this social system. 
,uestionnaires, interviews and participant observation have been 
the major research tools and throughout the investiaaator has attempted 
to rnintain scientific objectivity whilst employing different methods 
in an effort to obtain as comprehensive a picture as possible of the 
professional socialisation process (Goode and hatt, 1952; Nad e, 1965; 
Oppenheim, 1966). Throughout, the writer has been closely involved 
with the day to day life of the college, having worked in it as an 
hducation Tutor for six years (and for the final year of the study, 
after appointment to another post, returning at weekly or i'ortni;htly 
intervals to collect data and meet members of the interview sample). 
Although participant observation can raise questions of objectivity 
of interpretation, the investigator claims that his awareness of such 
dangers and his own training in the social sciences reduces the ri'sk 
of•misleading subjectivity. Since the research was underta:aan a major 
investigation of student teachers' attitudes has claimed that: 
"... the normal routine of college life is such that it 
is virtually impossible for someone outside the established 
staff to plan to meet a particular group of students on a 
continuing basis for any part of the college year" 
(EcLeish, 1970, p77) 
ihe investigator has been able, because of his position within 
college, to ensure regular and intensive meetings and observation 
throughout the period of this study. It is argued that researchers 
who are involved in some way in the ongoing dynamic of social 
interaction over the whole period of a colle:e course can coch the 
8. 
subtlety and variety of the socialisation experience far better than 
those investigators who merely administer questionnaires to a cross-
sectional sample and who take no account of the social situation in 
which students are involved during their three years in college. 
These latter researches are in danger of viewing the professional 
socialisation process (if indeed they so conceptualise it) as a simple 
input-output procedure, with an abstract entity, "the college", working 
upon a passive student body which will become a "product" of the 
system. Such a coercive view of socialisation in no way reflects the 
reality of the college situation. Students, in interaction with 
tutors and teachers and their peers are actively involved in creating 
their own perspectives on their experience of college (Chapter 9) 
rather than passively accepting tutorial views. 
It is claimed that to date no other British study has undertaken 
such a detailed investigation of the professional socialisation 
process in a particular college of education. The arran;-ent of the 
research is as follows: 
Chapter 2 reviews the literature on student teacher attitude 
change and shows not only certain basic differences between the foci 
of British and American studies, but also illustrates the claim that 
(in addition to other weaknesses) British studies have almost totally 
neglected the institutional context in which such attitude change 
takes place. 
Chapter 3 reviews research into professional socialisation and 
develops a theoretical model used as the basis for this study. This 
odel was worked out at the start of the research and the execution 
of the study has been carried out with little modification to the 
original plan. During the period of the study an important critical 
note on sociological studies of professional socialisation has been 
published (Olesen and Whittaker, 1970). however the nature of this 
recent paper is such as to support the theory and methods employed 
in this investigation, arguing as it does for close study of the 
socialisation setting and for attention to how students thencelves 
see the processes in which they are involved. 
Chapter 4 describes the theoretical basis and construction of a 
Role Definition Instrument to measure students* role conceptions for 
primary and secondary teachers. 
Chapter 5 is a study of the College of Education itself, 
describing particularly the nature of selection procedures, the course 
itself and the assessment process. An analysis is undertaken of the 
values implicit in such procedures. 
Chapter 6 reports the results of testing hypotheses relnting 
to students'role conceptions. The hypotheses are set out at the end 
of this chapter. Such testing represents the usual form.: of 
investigations using student teachers. Whilst the results are of 
:such importance it is held that additional methods of enquirn can 
:reatly increase the value of such findings. For this reason the 
statistical investin;ation is relatively simple, being concerned to 
establish the signi2icance of differences in role conceptions when stud—
eats are trouped by certain biographical, personality and institutional 
variables. The chapter also examines students* perceptions of cllange 
over the three year course. 
Chapter 7 is concerned with the effect of school experience upon 
students. Throughout this investination the importance of school 
practice is repeatedly stressed by students. A study of final school 
practice shows zomething of the impact of this period upon teacher 
role conceptions, and the importance of the school settin: as 
influencing both RDI scores and teaching practice mark. There is an 
attempt in this chapter to relate observed classroom behaviour to 
expressed role conceptions. 
10. 
Chapter 	 reports the results of the administration of the 
College Environment Index (McLeish, 1970) to the longitudinal sample 
in their final year. It provides further evidence on the 
socialisation setting. This is the only major part of the 
investigation which was not originally envisaged at the outset of 
the study. As it gives additional information on how students view 
the college it was felt that its inclusion would be of value in 
complementing Chapters 5 and 9. 
Chapter 9 describes and analyses the findinrc fron the conduct 
of interviews held throughout the course. The model set out in 
Chapter 3 was used to structure the interviews. These findings are 
felt to be of;neat importance in the context of the whole 
investigation as they show how students actively respond to their 
college experience in the development of perspectives on the 
socialisation process. 
Chapter 10 reviews end assesses the research and innken c number 
of suggestions relating to the initial preparation of teachers. 
hypotheses (findings reported in Chapter 6) 
;leer consideration of the relevant theoretical and empirical 
work a number of hypotheses were constructed for testing. i'or 
ease of statistical treatment they are stated as null hypotheses. 
1. During a three year course of teacher trains 	 there will be 
no differences in the conceptions of the role of the teacher 
held by: 
a. First Year and Third Year students 
b. First Year and Second Year students 
c. Second Year and Third Year students 
2. During a three year course of teacher training there will be 
no differences perceived between the roles of primary school 
and secondary school teachers by: 
a. First Year students 
b. L;econd'Year students 
c. Third Year students 
11. 
3. Non-students of similar age and academic achievement to college 
of education students* do not differ from students in their 
conception of the role of he teacher. 
4. When students undertaking a three year course of teacher training 
are grouped by certain biographical variables* there will be no 
differences between the conceptions of the role oZ the teacher 
held by the groups within each variable. In the testing of this 
hypothesis students were grouped by:- 
a. Age 
b. Social Cless 
c. Academic achievement 
d. Previous eeachieg experience 
e. School leaving age 
f. Religion 
E. Pre-college employment 
h. Type of secondary school attended 
i. Number of unsuccessful interviews 
5. When students undertaking a three year course of teacher training 
are grouped by certain institutional variables* there will be no 
differences between the conceptions of the role of the teacher 
held by the groups within each variable. In the testin, of this 
hypothesis students were grouped by:- 
a. Education age range group 
b. ::ain course of study 
c. Resident or day student 
d. nail of Residence 
6. When students on a three year course of teacher trainie are 
grouped according to certain assessments of their performance on 
particular parts of the course* there will be no differences in 
teacher role conceptions between the groups. In the testing of 
this hypothesis students were grouped by:- 
a. Final mark in Theory of Education 
b. Final School Practice mark 
c. Teaching Practice marks other than Final School Practice 
7. When students are grouped by their scores on the personality 
measures of extraversion and stability there will be no differences 
between conceptions of role of the teacher held by the eroups. 
During a three year course of teacher training there will be no 
significant differences between the conceptions of the role of the 
teacher held by the Colleee of Education staff and its students. 
9. There will be no difference between the scores on Naturalism, 
Radicalism and Tendermindedness in Education of students at the 
start and end of their three year course of initial training. 
12. 
Chapter 2 
TEACHER SOCIALISATION — THE LITERATURE ON ATTITUDE CHANGE 
An examination of the literature relatine to attitude change 
in student teachers reveals not only that it is a comparatively 
recent study, for few early studies exist based on empirical evidence, 
but also that the approach of British and American researchers has 
been significantly different. Two major points of consensus may be 
detected in the literature regarding major shifts of a ..,itudes towards 
educational issues during the period of training. First, that there 
is a general tendency for student attitudes to become increasingly 
liberal and progressive during trainins, but that these trends towards 
increased liberal thinking about children and classroom practices 
are reversed during the first year of teaching (Morrison and McIntyre, 
1969; Thouless, 1969). This trend appears to hold for students in 
higher education generally: "...there is, in :,eneral, change in the 
direction of greater liberalism and sophistication in political, 
social and religious outlook". (Sanford, 1962, p866). 
Second, that students training to teach younger children tend 
to have more liberal and democratic conceptions of the role of the 
teacher than students training to teach older children. Detailed 
evidence to support these generalisations will be referred to below, 
and it will be shown that qualifications must be made to the picture 
of apparently steady growth towards liberality in educational 
attitudes during the period of professional preparation in colleges. 
Both the effects of different institutions and the complexity of the 
attitude structure itself, tocjether with the significance of different 
aspects of training serve to modify the generalisations. 
American studies of studenteather attitudes have mainly 
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concentrated upon longitudinal studies of short-tern experiences, 
rarely longer than twelve weeks; and the use of the Minnesota. 
Teacher Attitude Inventory (Cook, Leeds and Callis, 1951), hereafter 
referred to as the MTAI, has been widespread. Many of the studies 
discussed relate to the experience of practice teaching ("internship") 
in modifying students$ conceirtions of the role of the teacher 
particularly with regard to pupil-teacher relationships. British 
researchers on the other hand have been concerned with the effect 
o the total train.:ng course upon Lroups of students with little 
effort made to estimate the significance of particular experiences. 
A variety of attitude measures have been used, with the Manchester 
scales, "Survey of Opinions about Education" (Oliver and Butcher, 
1962) common to several studies. The British research is fairly 
evenly divided between longitudinal and concuraent studies. Because 
of the differences of orientation and instruments used, 7ritioh 
and American studies will be reviewed separately below. What is 
however generally common is absence of an adequate theoretical 
framework as a basis for each investigation, together with neglect 
of any attempt to relate the findings to the contexts and procedures 
of the particular teacher training institution (Cohen, 1968). This 
lack of a systematic and analytical approach derived from the concepts 
of the behavioural sciences is a common weakness of many studies of 
teacher socialisation (Charters, 1962). The justification for this 
criticism is shown in the review of British and American studies 
which follow. 
Britah Studies of Student Teachers  
In a study of 29 infant student teachers undertaking a two 
year course of teacher training, Kissack (1956) constructed a scale 
to measure attitudes towards a corporal punishment; During the 
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period of the course there was no significant change of attitude 
for the group on this issue. However, after ten months full-time 
teaching in schools it was found that these teachers were significantly 
more in favour of corporal punishment than they had been as students. 
Kissack suggested that large classes and minimal eiuipment accounted 
for this change. The study ,owever suffers from the small size 
of sample and, taking this into account, lack of discussion of 
individual students who do show evidence of change. ?here is no 
relation of the findings to the characteristics of the college course, 
and the investigation shows a naive handling of theory. Steele (1955) 
constructed a 58 item scale intended to measure progressive and 
traditional attitudes towards education in junior schools. The scale 
was validated against the V.anchester "Survey of Opinions about 
Lducation" (Oliver and Lutcher, 1962), and showed a correlation of 
+.642 with the Naturalism in education scale which purports to bear 
"particularly upon child-centred versus teacher-centred attitudes to 
pupils" (horrison and RcIntyre„ 1969, p.23). The scale posits a 
naturalism-idealism dimension. The idealist emphasises permanent 
moral values, established disciplines and the training of the 
intellect, and can be called "traditional"; the naturalist stresses 
change and development, experimental methods, and the "free activity" 
of the child, and can be called "progressive" (Butcher, 1959). 
Zteele's sample consisted of 15S women training college students 
following a two year course who completed the scale at the beginning 
and end of their training. She found that on entry age had little 
tele ion to attitude, the only significant difference being between 
the eighteen year old school leavers and the rest of the sample, 
mature women. Those who had had pre-college experience in the classroom 
and those who were married with children of their own showed a more 
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progressive attitude than the normal age entrants. There was no 
difference between the attitude of school leavers and those who 
had been in employment other than teaching. 
'rhe students who chose to train for infant school teaching were 
more progressive in outlook than those who chose to train for junior 
school work. At the end of the course the relative positions of 
the sub-groups was found to be unchanged. io significant difference 
between age groups remained. 'fhose with previous experience of 
children as teachers or mothers still showed a more progressive 
attitude than those who had been at school or in other employment 
prior to the course. this finding may be contrasted with Case (1968) 
who found, in a sample of 220 femaleastudents at a Day College of 
bducation, that married women tended to be slightly less permissive 
in their attitudes towards teaching, than single women. however, 
Case's infant group was also much more progressive in attitude than 
the junior group. 
gteele found that all groups showed significantly a much more 
progressive attitude at the end of their two years Of training. These 
changes were most marked in the 18-21 years age group. After six 
months full-time teaching however, mean scores changed in a traditional 
direction, but still snowed a more progressive attitude than when 
the group first entered college. She suggests that this regression. 
is more in the nature of a stabilisation than a return to traditional 
attitudes, in the light oi other evidence reviewed below it is 
possible to interpret this reversal differently, as it may be argued 
that the change or attitude recorded over the college course may 
be more apparent than real, with students learning the "right“ 
responses to tutors, or in reply to questionnaires (6hipman, 1967; 
i,6011, 1956). 
in relation to her results, steele makes tne significant comment 
that 
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"professional training cannot be presumed to be the 
direct cause of a student changing her mind" 
on educational matters, and that 
"there can be, for the individual, no direct predictable 
outcome of the college course". (eteele, 1953, p9) 
In spite of the first comment there is no attempt to relate such 
chergees as have taken place to the institutional setting of ieer 
study. A further major criticism can be made of 6teelels questionnaire 
in that many of the items record very different degrees of 
"progressiveness": 
item 14. Children should be allowed to address their 
teachers by their Christian names 
Item 7. 	 Informal grouping of desks is a preferable 
arrangement to straight rows 
Item 54. Drill in arithmetic is unavoidable 
No analysis of results in any other framework than tne broad 
"traditional/progressive" is attempted by eteele and the ihvestigation 
suffers from this lack of sophistication in theoretical conception 
and analysis. 
Herbert and Turnbull (1963) used. the MTA1 to measure attitude 
differences in first and third year students. Altogether, 499 students 
were tested and it was found that differences significant at the 
.(Y level existed between the groups in democratic attitudes. 
biL,nificant difference between first and third year students were 
also found in scores on other instruments used in tne test battery: 
Moray house Adult verbal Ileasoning est, the bernreuter i'ersonality 
Inventory, the social Intelligence lest and Collee assessments in 
education and psychology. The investigators comment 
"The large number of significant differences found 
between mean scores in first and third years may 
reflect personality changes" (p30). 
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AS the study includes a group of students wno were tested 
twice but the majority of students were tested once only (i.e. a 
cross—sectional sample) the comment, and the investigation as a whole 
loses much of its force as the differences may be merely a reflection 
of differently constituted samples. 
Herbert and Turnbull were concerned with the prediction of 
teachin ability and found that scores on the MTAI discriminated 
successfully between A3 and an students on teaching practice (at 
the .01 level for first year students and .05 level for tnird years), 
and suuest that with modification of the wording and restandardisation 
of norms, the MTAI might well become a useful predictor of teaching 
ability. This finding is in direct contrast wits hvana (1956) who 
found no significant correlations between MTAI scores and teaching 
practice narks. A critical review of the MTAI (Evans, 1966) concludes 
that it would not be a satisfactory instrument for use in the 
selection of student teachers in this country. 
The cross sectional nature of Herbert and Turnbull's study, 
the lack of reference to the college setting, -the omiSsion of 
discussion of the possibility of faking on the MTAI and lack of a 
critical attitude to the validity of the teaching practice mark 
itself all serve to reduce the value of their investigation. 
A comparative study of over 2,000 nritisn and nearly 2,500 
American student teachers (nickson, 1965) found that the mean scores 
on the 	 of both British and American students specialising in 
secondary school teactin6 were much the same for students in their 
third year as in their first year. The British secondary students' 
scores were in fact slightly higher in tae first year .,nan in the 
second or tnird year. No significance of these differences are 
given by sickson, or sufficient data to enable "t" to be calculated. 
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Inspection of the totals however, and an awareness of the large 
standard deviations which are associated with scores on the 
lead to the concludion that the differences are probably not 
significant. British primary school students scored higher in all 
three years than secondary students (levels of significance not given) 
indicating that primary students tend to be more child-centred than 
secondary groups. .his contrasts with the finding of halliwell (1965) 
using the lianchester 3cales with 203 College of iiducation students 
that there were no significant differences in scores between primary 
and secondary groups. Dickson found a marked improvement in the 
primary school students' total scores between the first and second 
year, with third years scoring the same as second years. 
Dickson also administered the hyena Teacher Characteristics 
Schedule (Ryans, 1960) giving, scores on nine scales of teacher 
behaviour. The results froi.., t.. is, together with the 1%. TAI, are 
commented on as follows: 
"Me attitudes and teachers' characteristics scores 
show relatively little change across the three years 
of training. :here are about as many that go in 
an unfavourable direction as those that go in a 
fL.vourable direction". (Dickson, 1965, p107). 
Although Dickson makes some general comments on a few of the 
differences between colleges in the U.K., the focus of his research 
is primarily on international comparisons and therefore institutional 
factors are barely taken into account in his discussion o. results. 
Dickson does however make the significant observation. 
"...there was as much diversity in measured character-
istics of teacher education students within each nation 
there was between them". (p22) 
Dickson's results with American students would seem to indicate 
that when NTAI scores are initially high, there is less likelihood 
of attitude change, a suggestion which finds some accord with steele's 
finding that those students with lowest initial scores (the 13-21 year 
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ol0 aroup) chanced the most (Steele, 1958). His study however must 
be viewed largely as a simple exercise in data collection from a large 
international sample and does little to advance our understanding 
of what happens to students in professional training. 
The Manchester Scales, "Survey of Opinions about L;ducation" 
(Oliver and Butcher, 1962) have been used in a number of researches 
usina student teacher samples. A brief description is necessary 
of the scales' three dimensions: naturalism-idealism (I), radicalism-
conservatism (R), and tenderminded-touahminded attitua 3 to education 
(T). The Manchester Scales were first suggested in a theoretical 
paper by Oliver (1953), and constructed and empirically validated by 
autcher (1959).  Lutcher's findings have been reported in Oliver 
and Balher (1962), Butcher (1965), and Oliver and Butcher (1968). 
Oliver (1969) gives a summary of results obtained with the scales 
together with a bibliography. 
Oliver's hypothesis was that the three dimensions might form a 
useful provisional framework for the classification of teachers' 
attitudes to education. Items for the naturalism-idealism dimension 
were derived after a consideration cf the writings of philosophers of 
education. Idealist theories postulate taat the most valued human 
characteristics were akin to those of a permanent universal order, 
whereas naturalist theories regard them as unstable products of 
human life (Oliver and Butcher, 1962). the items ia the scale 
represent pupil-centred versus teacher-centred attitudes to pupils 
and are concerned with classroom practices aud relationships, for 
example: 
"The teacher should not stand in the way of a child's 
efforts to learn in his own fashion" 
"Leas corporal punishment in schools" (comman to 
radical-conservative dimeasion) 
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"Direct aoral instruction does little to improve 
children's characters" 
The radicalism-conservatism and toughminded-tenderminded 
dimensiors were derived from work carried out on the structure of 
7eneral social attitudes (Eysenck, 1947, 1954). Radicalism-conservatism 
deals with general educational policies affecting schools and there 
are :rounds for supposing that educational attitudes or thin dimension 
are linked with radical or conservative opinions on social issues 
(Oliver and Butcher, 1962). The items used in the Manchester Scales 
on this dimension measure attitude towards suggested chances in 
broad educational policies, for example: 
"The raisin; of the school learning ace to 16" 
"A higher proportion of the national income to be 
apent on education" 
"More Nursery schools". 
The character of the dichotomy indicated by tae teaderminded-
toughminded dimension was described by ysenck (1954) a:A 
"...or_ the one side we have the practical, material-
istic, extraverted person, who deals with the environment 
either by force (soldier) or by manipulation (scientist). 
On the other side we have the theoretical, idealistic, 
introverted person, who deals with problems either Li 
thinking (philosopher) or by believing (priest)" (p119). 
Eysenck goes on to say that the best way of describing this 
factor is perhaps by stressing the "practical-theoretical" dichotomy. 
The "practical" attitude is that of the "toughminded" man, the 
extravert; and the "theoretical" attitude that of the "tenderminded" 
introvert. It is interesting to nate that Butcher has latel come to 
describe this dimension as a theoretical-practical one (McIntyre and 
::orrison, 1967). Wiseman (Thoulean, 1969, p297) feels that the 
scale aiaht perhaps be better thouaht of as one of religiosity; and 
the results do -ive some support for this view (Oliver and Butcher, 1962). 
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Toughnindedness might be described as authoritarianism (Butcher, 1959). 
The items selected for the scale compare opinions on educational 
objectives, subjects being scored on how good they feel reasons for 
certain educational processes to be. Thus, tendermindedness is 
interpreted as one which regards children and others as persons to 
be troated as ends in themselves rather than as serving the interests 
of others as represented, for example, by the demands of vocational 
efficiency or the interests of the state. It is indicated by judging 
these reasons "not good": 
"Reason for teaching science: h scientific training 
offers good prospects for a career" 
"Reason for Religious Instruction: It instils a sense 
of duty" 
"Reasons for the training of teachers: ;1 teacher must 
acquire efficient techniques of teaching his subject". 
High reliability and validity is claimed for the scales. On 
the new shortened scales the split-half reliability figures for a 
sample of sixty teachers are N = 0.731; R = 0.836; T = 0.835. 
Butcher (1965), using the Manchester scales tested 118 graduate 
students at the Department of Education, Manchester University, and 
two small groups of training college women students, twenty at 
Charlotte Mason Training College, and thirty-eight students at 
Pad ate Training College. The students were tested at the start of 
their course in October 1957 and again at the end of the summer term 
1958. It should be noted that although this period represents the 
completion of the graduate training course, it was only the end of 
the first (of two years of training) for the training college 
students. Again it should be noted that the response rates for the 
second testing were "slightly disappointing" (Butcher, 1965, p19). 
::he results were compared with scores of 300 practisine teachers. 
3utcher found that the opinions of graduate student teachers were 
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more naturalistic, more radical and more tenderminded than those 
of practising teachers. This difference was particularly marked 
in the case of moral and disciplinary questions en which the 
practisinn teachers held stricter views than the student teachers. 
Intensity (or emphasis) scores were calculated and student teachers 
showed significantly more intensity in expressin' their opinions 
on all three scales than practising teachers (. utcher, 1959). 
College students were even more naturalistic and radical, but less 
tenderminded in scores than both graduate students ann practising 
teachers. 
After one year's training the graduate group and one of the 
college groups were found to be significantly higher on n11 three 
scores, with the changes in the direction of naturalism, radicalism 
and tendermindedness in education. At Charlotte Eason College only 
in radicalism was there a significant increase (si-nificant at the 
.01 level). Naturalism and tendermindedness were not significantly 
different, indeed the score on naturalism was against the trend. 
Butcher suggests that this unexpected result may be due to "a 
genuine difference between contrasting types of trn4 ninn college" 
(Butcher,  1959), but does not investigate this institutional 
difference further, an unfortunate omission as it could contribute 
to the Study of differences in socialisation procedures. 
The scales found no significant differences between men and 
women students on naturalism and radicalism, but graduate women 
students were more tenderminded than men. It has been suncested 
that the scale of tough-tendermindedness appears to be nore specific 
to education and less clearly associated with wider social issues; 
as noted earlier, Butcher has suggested that it might better be 
described as a theoretical-practical scale. Political affiliation, 
intelligence and final teaching mark were not significantly related 
to changes on the three scales. 
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Among the practising teachers there were no sex or age differences 
in attitudes to education. Butcher makes a comparison of student 
and practising teacher scores and concludes 
"that attitudes to educational practice are more closely 
related to the effects of education, indoctrination and 
experience than to sex or age". 
This finding seems to accord with published research on general 
social attitudes ( ysenck, 1947). There is no attempt however, to 
analyse the nature of the "education ... and experience" undergone 
in particular colleges which shape the educational attitudes of 
students. This unfortunate neglect of institutional characteristics 
and socialisation processes within those institutions is typical of 
British studies. 
Butcher's second conclusion is that: 
"changes in attitude during training may be reversed after 
experience of full-time teaching". (Butcher, 1965, p23) 
A finding which is also in accord with published research on teacher 
attitudes. A solitary exception is Hollins (1955), who found no 
significant difference in attitudes towards children between students 
at the end of their training and practising teachers. Eollins' study 
not only neglects the nature of the college course but was also 
limited to only twelve mature emergency trained students; two factors 
which may help explain this finding, and which certainly indicate 
the severe limitations of the research. 
A study at Moray house College of Education, Edinburgh, by 
McIntyre and Morrison (1967) was designed to replicate the research of 
Butcher (1965), and to provide a comparison of Scottish and English 
students. The sample consisted of 73 first year non-graduate women 
and 125 third year non-graduate women on a three year diploma course. 
A further 139 male and female graduates on a one year course at the 
college, and 43 first year University undergraduate women completed 
the sample. The Manchester Scales were administered at the beginning 
2L. 
of the academic year. In addition, the third year non-graduates, 
and the graduate group was retested at the end of the session. A 
weakness of the study is that only 50 per cent of this re-test sample 
completed the scales. The retest scores, however, showed changes in 
the direction of increased scores on all three dimensions. Similarly, 
a comparison of first and third year non-graduates scores gave the 
same result, generally confirming Butcher's findings of increased 
naturalism, radicalism and tendermindedness in education during 
training. For the non-graduate women the changes in the direction 
of increased naturalism and radicalism were highly significant (at 
the .001 level) and there was a significant change on the tendermind-
edness scale (at the .05 level). The authors suggest that during 
undergraduate courses only tendermindedness scores tended to increase, 
and that non-graduate women at the end of their training had 
significantly higher scores than graduate women who had only just 
started training. 
McIntyre and Morrison found no relationship between changes in 
opinion scores and either examination results or final practice marks. 
When they compared scores made by sex grouping for the graduates it 
was found that for those graduates whose entire training was done in 
college the women were throughout more tenderminded (significant at 
the .01 level) and naturalistic (significant at the .05 level). 
However, for graduates doing the concurrent diploma in education there 
were no significant sex differences in scores. halliwell (1965) also 
found College of Lducation women scoring significantly higher on the 
tendermindedness dimension than men, as did Cortis (1966). Butcher 
(1965) reports the same finding for the women graduate students. None 
of the researchers found significant sex differences on N or R scores. 
Ward and Rushton (1968) found no sex differences in scores on all 
these dimensions. 
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The scores for the Scottish students in McIntyre and Morrison's 
survey were compared with Butcher's (1965) findings for English 
students seven years earlier. Higher scores were found for the 
Scottish group, and McIntyre and Morrison suggest that the general 
change in the climate of educational opinion, rather than the result 
of the college training itself was more likely to explain this 
difference. They do not however comment on two findings which go 
a.ainst this trend; that there was no difference in tendermindedness 
between graduates entering training, and no difference on any scale 
at the conclusion of training, between English Graduates and those 
Scottish graduates who undertook concurrent study at the University 
with their training. These findings call for investigation as 
reasons may lie in the nature of the course and in the samples 
themselves. This taking for granted of institutional characteristics 
reduced the value of the study. 
Morrison and McIntyre (1967) further investigated changes in 
opinions about education which occurred during the first year of 
teaching. One hundred students were tested with the Manchester Scit138 
the end of their training and then again after one year's full-time 
teaching. During this period, Graduate men (n=23) showed no 
significant changes; graduate women (n=31) showed significant decreases 
on all three scales (significant at .01 level); and non-graduate 
women's scores (n=46) on radicalism and tendermindedness also 
significantly decreased (at .01 level). In the case of graduates their 
scores after one year's teaching were not significantly different 
from when they had started training (except that women graduate's 
score on tenaerr%inde.iness showed a significant (.05) decrease). Using 
comparable data (McIntyre and Morrison, 1967) for the non-graduate 
women, it was found that the reversal in scores during full-time 
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teaching still left the teachers scoring higher than on entry to 
training. Thus, the overall increase in scores between the beginning 
of training and the end of the first year in teaching was highly 
significant for naturalism (at the .001 level) and significant for 
radicalism (at the .05 level). The authors point to the stability 
and size of this change on the naturalism scale for non-graduate 
women. The inference would appear to be that opinions on matters of 
method and child-centred education are positively affected during the 
college course, and for these three year trained primary teachers 
represent an area of attitudes to education which is more easily and 
lastingly influenced than the other two dimensions of the scale. 
Morrison and McIntyre report two further findings: that there 
was a tendency for infant teacher's N-scale scores to remain unchanged 
whilst those of teachers of older children tended to decline; and that 
teachers in more "progressive" schools are more likely to maintain the 
opinions, measured by the T-scale, they held on leaving collage, than 
teachers in less progressive schools. In view of the smallness of the 
samples, and since the "progressiveness" measure was based on the 
teachers' subjective ratings with no external validation, these findings 
should be treated with caution. They do however represent an attempt 
to link attitude change with characteristics of schools and as such 
indicate that certain types of institutional climate may influence both 
the nature and degree of change. In general however Morrison and 
McIntyre's work is typical in its traditional approach to t.aacher 
socialisation. 
Kitchen (1966) measured the diTierence in attitudes of 36 first and 
third year men students at .;;Jrcester College of Lducation using 
Osgood's semantic differential technique. Osgood (1957) postulates 
the existence of a semantic "space" at various points within which 
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meaning is located. Factor analytic studies confirmed the existence 
of throe major dimensions in the semantic slacee "evaluative" (good-bad, 
kind-cruel);"potency" (hard-soft, strong-weak); and "activity" 
(fast low, active-passive). Osgood claims high correlations between 
evaluative rating scores and attitude scores obtained using 
Thurstone and Guttman scales. Using responses on a bipolar adjective 
scale to 48 concepts such as "children","college", "teachers", et C • 
and arguing that "evaluative" scores do in fact represent attitudes, 
Kitchen investigated the differences in attitudes between first and 
third years in five areas: the teaching profession, training, self, 
teachers as people, and abstract values. 
He found the differences between first and third year students 
were fairly well marked. First years tended to have a wide range of 
concepts of aims and values but third years indicated more specifically 
their responsibilities to the teaching profession. Third years 
expressed more direct concern with discipline, obedience and 
authority, and their aspirations were linked more to concepts such as 
"Teaching Certificate, teaching practice, examination". Thus, there 
was a greater emphasis by the third year men on the concepts closely 
concerned with teaching, and Kitchen interprets the change in 
attitude as a move towards a greater awareness of professional needs. 
However, this implies assumptions about the nature of professionalism 
w1-“,h are not examined by Kitchen, and it is a weakness of his study 
that he does not discuss the range of attitudes and behaviours which 
the concept can include. The size and cross-sectional nature of the 
sample and the lack of replications of this study using a similar 
technique also call for caution in interpretation, as indeed does the 
fact that the study was conducted in the college where, earlier, 
Shipman (1967a) had postulated the phenomenon of "impression management" 
in reply to questionnaires. Further, the study has little to offer 
on teachers' classroom role. The results obtained by Kitchen, that 
third year men were more orientated towards the profession and have 
wider awareness of their social responsibilities, would appear to 
need further investigation. Further, there is no attempt in the 
study to relate the differences between'first and third years to the 
nature of the course of professional preparation undergone. However, 
the semantic differential techn:'4ue does seem to offer a useful 
method by which to examine attitudes to education as profiles may be 
constructed in response to specific issues. Such studies remain to 
be undertaken. 
Finlayson and Cohen (1967) constructed a. Role Definition 
Instrument of twenty-two expectations for teacher behaviour in four 
role sectors based on Fleming (1958): organisation; general aims; 
motivation; and classroom management. The role conceptions were 
obtained of a concurrent sample of 102 first, 80 second and 86 third 
year students. A consistent pattern of change was found in the 
students: a movement toward less authoritarian patterns of classroom 
behaviour in their second year. This high point of liberality gave 
way to more traditional views expressed by third year students 
almost at the end of their training. This peak of liberality in the 
second year is in contrast to other findings discussed which tend 
to imply gradual growth throughout a course of teacher training. 
Few significant differences were found between students preparing 
to teach older children and those preparing to teach younger children. 
Only four items on the RDI showed significant differences above the 
level between the croups and these were concerned with classroom. 
sal xagement, where the students training to teach older children 
showed more authoritarian attitudes, favoured more punitive methods 
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of colrol, and expected to maintain a more distant and formal 
relationship with their pupils than did the students training to teach 
infant children. This finding, of few differences between age-range 
groups, also stands in contrast to much of the reported research. It 
is odd that Cohen (1960 in a review of literature reports the 
finding differently. Further, Finlayson and Cohen by treating all 
students together neglect to investigate the effect of age-range 
differences in each of the three years of the course, missing the 
opportunity to test whether the professional preparation itself serves 
to create or minimise attitude differences as the course progresses. 
Comparisons between the first and third year groups scores showed 
that 72 per cent of the items produced no significant differences. 
the major differences were concentrated in the area of classroom 
behaviour. However, when the students* role conceptions were compared 
with the role conceptions of head teachers it was found that 82 per 
cent of the differences were significant. The head teachers' 
orientation was towards 
"a relatively organisationally-orientated, child-dominating 
and conformity-desiring point of view". (p23) 
The researchers explain the regression of student attitudes in the 
third year as an attempt to narrow the gap between college and school 
expectations. They suggest that th3 second year being the midpoint 
of the course if furthest from school experience as a pupil or teacher 
and so coincides with the students' maximum liberality in their 
attitudes to children in the classroom. 
Finlayson and Cohen hypothesise but did not test two frames of 
reference to which the students* attitudes are differently related 
.. 
as they pass through their training.(1) 
 The College frame of reference 
(1) Krech, Crutchfield and Ballachey (1962) define a frame of reference 
as the contextual system with respect to which an object is judged. The 
object referred to here is the teacher's position. 
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might indicate considerable agreement between students and tutors 
about relationships with pupils and the organisation of classroom 
activities. the school frame of reference as expressed by practising 
teachers might express less idealised views of teacher-pupil 
relations or classroom experiences. here, high place is given to 
those aspects of teacher behaviour which emphasise the maintenance 
oi good order and discipline rather than the individual growth and 
mental well-being of the individual child. The investigation of the 
existence of such frames of reference in the present study is reported 
in Chapters 3 and 9. 
The weakness of. Finlayson and Cohen's study is in its lack of 
relation to the institutional situation. The pattern of the course 
is not discussed and no attempt is made to suggest the institutional 
experiences most important in shaping, the students' attitude changes, 
even although the critical importance of the early stages of the 
course in role learning is apparent. Clearly, the investigation 
would also have been much improved by some attempt to test the frame 
of reference thesis by interviews. These interviews could also 
have explored the highly speculative "peak of liberality" explanation 
advanced. The argument that liberality is maximised in the second 
year because it is the furthest point from the students' experience 
of school as pupil or teacher seems very weak indeed. The concurrent 
sampling nature of the research also serves to put into question this 
particular hypcthesis. 
A further criticism is that Cohen's Instrument does not appear 
to nave been subjected to any statistical procedures of item analysis 
or for reliability or validity. given the theoretical structure of 
the questionnaire, more sopnistication in question choice is expected 
than apparently random selection by the investigators alone. The 
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classification of items may also be called in question as an 
examination of the RDI itself reveals inconsistencies. For example, 
the item "Group friends together for work in Mathematics and English" 
is included in the "classroom behaviour" cateF;ory. It is suggested 
it could equally well belong in "Motivation" or "Organisation", 
particularly. as "Put 'slow' learners with 'slow' learners in all 
academic work" already appears under the latter headin:. 
however, the Finlayson and Cohen study is valuable for the 
evidence it offers to st7gest that the period of teacher training 
cannot be thought of as one of steadily growing insight or increasing 
awareness of all aspects of teacher role, with these clearer 
expectations being made part of a student's conception of teacher 
behaviour. lather, the implication is that the teacher socialisation 
process is an exceedingly complex one, probably with significant 
"critical periods", where certain aspects of the course contribute 
more to the formation of role-conceptions than others, and with 
differential impacts upon different groups of students. It indicates 
the need for studies of professional socialisation of teachers to 
take frequent "soundings" by a variety of methods throughout the 
three year course. 
A study of Worcester Training College during the period of rapid 
expansion from 1961-65 (Shipman, 1966 ) apparently confirms the 
general trend of increasingly liberal attitudes developing during 
training, reversals during the first term of teaching, and with 
students training for younger children holding more progressive views 
than those training for older children. A concurrent sample of 115 
first years, 119 second years and 127 third years replied to a 
questionnaire to measure attitudes to certain aspects of teaching. 
The third year students were retested when they had been in full-time 
teaching for one term. The questionnaire was also completed by 159 
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school staff in the College's practice schools and by 44 College 
staff. The results for the student group show that on Scale A and 
Scale 13, progressive v. traditional teaching methods, and restrictive 
discipline against free activity respectively, third year students 
scored higher, (more progressive, less restrictive) than first years. 
For Scale C, child-centred against subject-centred teaching, the 
third year mean score was lower than first years. Two cautionrry 
notes must be entered. First, that the three scales cannot be 
regarded on Shipman's account as conceptually distinct; and secondly 
and surprisingly that for none of these figures are levels of 
significance given. 
In all years students training for primary teachinn scored higher 
than students training for secondary work on all three scales with 
the sole exception of scale A in the first year. Again, no significance 
figures are given by Shipman for these differences, After one term's 
teaching there was a decline in scores on scales A and 25, but a slight 
increase on scale C. 
Shipman found significant differences between collene and school 
staffs° attitudes as measured by his questionnaire. College staff 
supported more progressive methods, more democratic means of class 
control than secondary school teachers and were more subject-minded 
than primary school staff. These differences were significant at the 
.01 level. Shipman argues that students on school practice were thus 
involved in reconciling conflicting attitudes, which they did by 
using two levels of professional value, one for college and one for 
the classroom. he suggests that by the use of "impression management" 
(Goffman, 1953) students insulated themselves against the influence 
that collee was most concerned to transmit, answering questionnaires 
as extensions of professional theory examinations and producing "right" 
responses whilst concealing more genuine "tougher" views. Shipman 
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claims that using discussions and interviews he found that attitudes 
were in fact more in line with those held by school staffs, and that 
the apparent reversals after experience of full time teaching were 
not so much a change as a removal of a veneer. Students cone to 
college aware of the attitudes possessed by college staff, conform 
during the period of the course, but jettison these attitudes when 
the need for impression management disappears. Shipman comments upon 
the low reliability of the attitude scales he uses, and remarks: 
"...the safest conclusion ...was that there was no change 
until the students had left". (Shipman, 1966 , p81) 
Shipman's scepticism of the Genuineness of attitude change is 
largely based upon his personal impressions during interviews, and it 
may be remarked that he seems surprisingly uncurious about the fact 
that iris samples do not appear to evidence those changes towards more 
liberal attitudes found in other studies of the effects of higher 
education. however, his study is extremely thorough and represents an 
admirable attempt to use a variety of methods - participant-observation, 
interviews, small group discussions, analysis of records and documents, 
questionnaires and diaries - in order to probe changes in his College 
over a period of expansion. It can be argued that he does not always 
make full use of his data and leaves some apparent anomalies unaccounted 
for. i'or example, wnen the age-range scores of the students in their 
probationary year are examined, secondary students score hIGhER on the 
progressive/traditional scale, and Primary students score higher on 
the child-centred/subject-centred scale than their scores at the end 
of the training. Indeed, on Scale C rs noted, there is a slight 
increase for all students in ch5la-centredness. ibis suggests a 
qualification to the thesis of impression management needs to be made 
but Shipman does not make it. .he complexity of the teacher social-
isation process again becomes apparent here, but it must be acknoWbdged 
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that Shipman does make a very eood effort to take account of 
institutional pressures. His brief review of the literature 
indicates the paucity of material existing at the time he wrote. 
Shipman himself acknowledges that his study would have been "contained 
in a more precise conceptual framework" had more information on the 
effects of higher education been available to him. Even though his 
study is not primarily one of attitude change in a longitudinal 
sample, his use of deep probing interviews and the relation of his 
findings to the institutional setting is a real advance in the study 
of teacher socialisation and a welcome relief from the paper and pencil 
testing of other investigations. 
Evans (1967) studies the values and attitudes of 7?, graduates in 
a University Department of Education taking a one year diploma course. 
She administered the MAI and the Allport Vernon Study of Values 
(British version NFER, Richardson, 1965), in October 1965 and again in 
May 1966 to her sample of 46 women and 32 men. The Study of Values 
Scale showed minimal changes over the period in either male or female 
students, although the men showed a significant decrease in their 
"Economic" score and a significant increase in "Social Values". There 
were significant sex differences on five of the six dimensions of the 
Study of Values Scale in the first testing (Theoretical, Economic, 
Aesthetic, Social, Political). In the second testine this sex 
difference remained with the exception of "Economic" value, on which 
the men showed a significant decline as noted. Evans concluded that 
the effect of the teacher training course may be different on men 
than on women. So far, no study has specifically taken up this area 
of enquiry. 
The MTAI mean scores showed marked changes over the test-retest 
in both groups, and the increases for both men and women were 
significant. Taking this finding in relation to the lack of change 
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on the Study of Values, .:vans suggests that whilst some personality 
factors are fairly difficult to change, "attitudes to people in 
general and children in particular" are fairly easy to change, and 
are susceptible to modification in the teacher training course. 
This suggestion may be compared with that of Lorrison and McIntyre 
(1967) above and finds support in the work of McLeish (1970). It 
also has some relation to Callis' research reviewed below, which 
argues 
"there is a small group of attitudes that are significantly 
affected by training and another group still smaller, that 
is significantly affected by experience". (Callis, 1950) 
.:vans' study is typical in its neglect of the institutional 
context of training. Brief mention may be made at this point to 
two non-British studies. The first examined attitudes of West 
African students and teachers towards "the modern approach in teaching" 
(Ferron, 1965). Graduate and undergraduate groups of students (n=173) 
in aria responded to a forty item Likert-type questionnaire 
contrasting a progressive with a traditional outlook at the commencement 
and end of their respective courses in education. All groups showed 
a significant gain in score at the end of their courses. Ferron 
suggests that this move to more progressive attitudes might have been 
due to "a desire to please" or the students' orientation towards 
giving the right answer. After discussion with the students 
however, Ferron's intuitive feeling was that the gain represented 
a genuine change in attitude. Although this research confirms the 
general trends noted in other studies it should be treated with extreme 
caution as few details are given of the construction of the 
questionnaire, the methodology of the investigation, and the final 
validating process. 
The second non-British investigation is a Finnish study. 
Heikkinen (1962), using the MTAI with seventy-two students found that 
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attitudes increased in a favourable direction (at .001 level) during 
the theoretical part of a teacher traininu course, but during a period 
of practice teaching a significant decline was noted in the attitudes 
measured by the scale (see Chapter 7 below). Attitudes also declined 
during the first two years in teaching after training. Heikkinen 
however was unable to show that the decline in attitudes during 
practice teaching and in the first in-service years is largely 
ascribable to the failures and frustrations experienced in teaching. 
This study again contains no discussion of the institutional variables 
affecting attitude change. 
Returning to British studies, McLeish (1970) makes a major 
claim for his research: 
"Objectively speaking, it may be said that this project 
has developed into the most comprehensive study of 
attitudes, personality and chance of students' attitudes 
in relation to college environment, ever undertaken". (p3) 
This is patently untrue when the claim is measured against some 
American studies (Chickering, 1969; Feldmann and Newcomb, 1969; 
Sanford, 1962). It is certainly valid for Great Britain. He 
administered the Cambridge. Survey of Educational opinions to approximately 
1,500 students at the start and end of their teacher training course. 
In addition he took certain measures of the ten College environments 
in which the students were studying, and attempted to relate observed 
attitude chances to college characteristics. 
For the three year college students (approximately 1,250 in 
number) significant changes were observed in social and educational 
attitudes, but no systematic changes were observed in personality 
measures. Students on average moved away from a narrow fundamental 
view of religion and increased in liberalism in relation to social and 
educational issues. They thus became less favourable to corporal 
punishment, more against formal methods of instruction and classroom 
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organisation, and came to believe more strongly in spontaneous 
development in children. Contrasting with these reported changes was 
that students appeared to expect less emotional satisfaction from 
contacts with children and they scored significantly lower in "job 
satisfaction" than upon entry. These changes represented a move 
towards the opinions of college of education lecturers and experienced 
teachers. 
NcLeish used two measures of college environment: a subjective 
rating by students (in essence a 100 question adaptation of the College 
Characteristics Index of Pace and Stern, 1958); and an objective 
evaluation of certain demographic, ecological and institutional 
characteristics of the ten colleges (covering for example such things 
as size, rate of growth, examination results, library facilities, staff 
student ratio, staff qualifications, B.Ed. students). The objectivity 
of this latter measurement is open to question, for in attempting to 
quantify value judgments on such specific features of college environ-
ments as "masculinity", "maturity", "secular emphasis", "community", 
"communication process" (five of the 23 factors involved) questions on 
which real disagreement exist are glossed over. However, McLeish 
claims that there is sufficient agreement between the two types of 
measurement to arrange the ten colleges in order of "quality". lie then 
proceeds to attempt a demonstration of the relationship between the 
educational quality of the environment and the amount of change which 
took place. This is summarised as "the better the College, the 
reater the change". 
McLeish's discussion of this statement is disappointing. It 
occupies just two and a. half pages in a. book of 251 pages, and, in 
spite of preceding analysis of the college environments, reveals very 
little of the nature of the impact of the college course upon students. 
'fo assess change he adopts the dubious procedure oe adding together 
changes in raw scores on eleven variables. These variables include 
specifically educational together with other (e.g. religious) 
attitudes. No attempt is made to separate these educational from 
other social attitudes. Further, McLeish underemphasises the 
differences which exist between the students in attitudes and values 
at the start of their course. hese differences are not startling, 
but in the analysis there is no control or adjustment for entrance 
differences when examining the impact of the colleges. As a consequence 
there is not full disentanglement of what each student brought to 
college and what (it may be assumed) the college brought to her. 
McLeish also plays down the students* judgment of college environment 
for although on this rating only three colleges are judged "above 
average", one of these three is finally rated by McLeish as having 
an inferior environment. 
McLeish's study is then, more a record of the trend of changes 
which take place, with much emphasis placed on changes in religious 
and political affiliation, together with a correlational demonstration 
that these trends appear to be linked with "quality" of the college 
environments and with their religious or secular foundations. As such 
it tells very little about the nature of the relationship and 
demonstrates again that demographic enquiry is of value but reveals 
only to a limited extent the impact of college on students. McLeish's 
deliberate rejection of the interview method with students results in 
a loss of material which would probably more vividly reveal this 
impact. This decision was taken it is felt largely on the grounds of 
his investigation into communication processes in colleges where he 
argues that students are not capable of "making a total assessment of 
their college as an ongoing system". Similarly, hardly any consideration 
is given to the courses of individual colleges themselves, their content, 
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teaching, placement and assessment. This too would have added greatly 
to the study. It is puzzling that in the introduction and concluding 
chapter much stress is put on the importance of the student's main 
course as a correlate of her attitudes and of the particular impact 
of her college, but examination of this is virtually ignored in the 
body of the text. Thus, whilst McLeish's study certainly represents 
the largest and most organised piece of research in this country on 
the relationship between student attitude change and college 
environment, its very scale militates against including those methods 
which could make the investigation more effective. What it does 
reveal is the need for studies of individual colleges with more 
detailed probing of their impacts. 
Sutherland has used the Manchester Scales and a variety of other 
instruments in an attempt to relate attitudes to different college 
environments using an adaptation of Pace and Stern's (1958) College 
Characteristics Index. No results from her research is yet to hand but 
she has indicated (private communication) that Colleges with high 
scores on a tentative "Propriety" scale (stress on social forms, 
deference and obeying regulations) enrol students with comparatively 
low scores on such child-centred attitude scales as Oliver's Naturalism 
in 2ducation. 
Earsland (1970) in a longitudinal study, unusual in its 
relatively high degree of theoretical sophistication, tested a cohort 
of 150 students of both sexes in a large metropolitan college at the 
start and end of their course. his primary research instrument was a 
specially developed role inventory based on the conceptualisations 
and techniques of Gross et al (1958). The inventory was used to develop 
seven scales, each measuring "a crucial dimension of teacher-role". 
The findings of Marsland's study of direct relevance here are that over 
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the three years students became increasingly "educational" in their 
orientation to teachina and. to classroom interactions, and • less 
"academic" in that they inclined more to favouring informal rather 
than formal methods and to attitudes of disfavour towards examinations. 
They also became more affective in their role definitions, favouring 
more total involvement of teachers with pupils; and also became 
increasingly progressive, decreasingly traditional in their educational 
philosophy and metho&s. Their role definitions for teaching became 
increasingly specific, decreasingly diffuse. ',:hus the findings generally 
confirm the trend of other researches in this section, but is 
valuable for its refreshing originality of conception. 
Marsland's study stands as the first British attempt to formulate 
a theoretical model for teacher socialisation, but it should be noted 
that his investigation was limited to adnirstering scales at the start 
and end of the course, and, whilst investiaatina the effects of Education 
and Nein Course student arouping, d d nothing to ascertain the values 
of staff or to invectiaate the effect of socialisation experiences of 
the studentso sianificantly, school practice. auite properly, he 
regards his work as an exploratory study permitting only tentative 
conclusions and with little scope for easy generalisation. Nonetheless 
Maraland araaes for a "rigorous quantitative methodology" in the study 
of colleges as social systems whilst acknowledging that the critique 
of Shipman (1966) of questionnaires and quantification is applicable to 
his own study. Although Marsland acknowledges that "hard" and "soft" 
(his terms) research techniques and methodolot:i are properly complementary, 
hia own paper is a celebration of the "hard". As such it is a pity ha 
does not give full details of all instruments used, for the one used 
to obtain data for his "dynamic variables" is very open to the criticism 
of over-simplification (see Chapter 3). S'his asks the student to check 
when he first thought of himself as a teacher. The categories given 
for response are: 
a) Before coming to college 
b) In your first year 
c) In your second year 
d) In your third year 
There is an implication here not only that the expression "think 
of yourself as a teacher" has the same meaning for all students, but 
that it is capable of fairly precise locating in time and will not be 
subject to redefinition: thus the student is forced into constructing 
what may well be an artificial response. The complexity of such a 
process of identity crystallisation is revealed in Chapter 9. 
Nonetheless, Marsland uses the responses to derive certain modes of 
teacher socialisation without discussion of such complexity. lie does 
not investigate any reasons for the responses given, accepting teem 
at face value. A brief discussion with students would quickly have 
shown the danger of loading, such pencilled responses with the precision-
implying label of "identity crystallisation". 
Marslandes major omission is a consideration of the students' 
perception of the course in terms of its construction and progress. 
Decker (1961) avoids this pitfall by a detailed consideration of the 
patterning of the course and its evaluation procedures, and he assesses 
the effect of these upon the students in a much more convincing manner 
than Marsland. The dangers of a statistical study undertaken in 
isolation from the college, based sole 4 upon paper and pencil responses, 
fna well illustrated by Marsland's study. What is needed, for example, 
in his discussion of prcfessional .identity, identity crystallisation, 
and role-models is supporting evidence from contact with, and observation 
of, the students themselves. This additional "soft" data (LarslanOs 
expression), would, it is held, carry more conviction than rigorous 
statistical analysis of "hard" data. Certainly, the two approaches 
combined would make for a more powerful analysis. 
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Although participant-observation and interviews are susceptible 
to the dangers of subjectivity and misinterpretation (Goode and Hatt, 
1952), nonetheless the work of Hargreaves (1967) and others demonstrate 
the value of such an approach. Clearly, an inter-disciplinary 
approach, using a variety of methods, with a team of researchers, 
would probably be a more valuable attack on the problem of professional 
socialisation than an individual attempting it alone. Marsland's work 
however shows a need for investiation of the pattern of the college 
course, of interviews with staff and students, and with a consideration 
of values as revealed in assessment procedures and certification. The 
structural-functionalist approach advocated by Marsland is in danger 
of neglecting the processes of the college course which contribute to 
professional socialisation. 
However, Marsland's study is a genuinely valuable contribution to 
the study of teacher socialisation although it is rooted in structural- 
functionalist rather than interactionist theory. It is considered that 
the work of Becker et al (19G1) and, to a lesser extent, Shipman (1966), 
demonstrate the value of the latter approach examining the social 
processes of role taking in social systems. This is not to deny the 
vital importance of analysis of functional relationships between colleges 
and other social subsystems (notably families, schools, the profession, 
government, and other sectors of higher education), and between the 
interactional and normative elements of the social struture and culture 
of the college. Mareland's claim that such a theoretical basis 
facilitates the 4ascription and explanation of the construction, 
maintenance and transformation of identities in social systems implies 
that such analyses are not within the capabilities of the interactionist 
approach. Rather, it is suggested that interactionist theory, taking 
account of structural and cultural features of oraamisations, provides 
a fruitful method to investigate the complex process of teacher 
socialisation. Such an approach is elaborated in Chapter 3. 
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American Studies of student Teachers  
The major focus of American studies has been the measurement of 
supposed attitude change occuring in longitudinal samples undertaking 
a period of practical teaching or a particular course in the theory 
of education. The majority of studies have used the MTAI (Minnesota 
Teacher Attitude Inventory) constructed by Cook, Leeds and Callis 
(1951), as the measure of student-teacher attitudes. It is therefore 
necessary to critically examine this instrument as a prerequisite to 
understanding the research findings. 
The MTAI was produced "after some ten years of investigation" 
(Campbell, 1967) by Cook, Leeds and Callis and purports to measure 
those attitudes of a teacher which predict how well he will get along 
with pupils in inter-personal relationships. The originators claim 
that it will distinguish between those teachers who are likely to 
establish a desirable classroom atmosphere from those who are less 
likely to do so. A "desirable atmosphere" for the authors of the test 
implies 
"the teacher and pupils should work together in a social 
atmosphere of cooperative endeavour, of intense interest 
in the work of the day, and with a feeling of security growing 
from a permissive atmosphere of freedom to think, act and 
speak one's mind with mutual respect for the feelings, rights, 
and abilities of others". (Cook, Leeds and Gallia, 1951,p3.) 
Further, group solidarity should characterise the class, resulting 
from common goals, common understandings, common efforts common 
difficulties and common achievements. 
An "undesirable atmosphere" is where 
"the teacher tends to think in terms of his status, the 
correctness of the position he takes on classroom matters, 
and the subject matter to be covered rather than in terms of 
what the pupil needs, feels, knows and can do". (Cook, Leeds 
and Callis, 1951, p.3.) 
Thus the teacher attempts to dominate the classroom, and a feeling of 
mutual distrust and hostility characterises the classroom, with both 
teacher and pupils disliking school work. 
There is therefore an assumption that the teacher's attitudes 
determine the type of classroom atmosphere he will maintain and that 
a liberal attitude towards his pupils is likely to characterise a good 
teacher. The test therefore seeks to pinpoint teachers' attitudes to 
classroom relationships on a liberal-conservative continuum (Evans, 1966). 
The inventory was constructed with items from five areas of socio-
education literature to include the following areas. Examples are given 
of typical items taken from the Manual of the MTAI, Section V. 
1. Moral status of children in the opinion of adults, especially 
as adults impose standards. (e.g. "children should be seen 
and not heard") 
2. Discipline and problems in the classroom and elsewhere, together 
methods employed to deal with such problems. (e.g. "Pupils 
found writing notes should be severely punished") 
3. Principles of child development and behaviour related to ability, 
achievement, learning, motivation and personality development. 
(e.g. "The boastful child is usually overconfident of his 
ability") 
4. Principles of education related to philosophy, curriculum and 
administration. (e.g. "Pupils should be required to do more 
studying at home") 
5. Personal reactions of the teacher to include likes and dislikes, 
sources of irritation etc. (e.g. "Without children life would be 
dull") 
l';le conceptual distinctiveness of the five areas chosen is highly dubious, 
the relative weighting of each is open to more discussion than that 
allowed, and the scoring for some items is open to much debate as to 
what is desirable and demociatic. however, the authors claim that the 
Inventory will predict teacher-pupil relationships reasonably well, and 
validations of scores with a composite criterion of pupil-teacher relation 
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ships have yielded correlations of .63 and .46. The lower figureXdue 
to a very low correlation of principals' rating of teachers with ETAT 
scores. High reliability is claimed: split-half o.81, test retest 
0.84. Further, the authors suggest that the Inventory is not suscept- 
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ible to "faking" (Callis, 1950), a statement which has been disputed by 
researchers whose evidence is reviewed below. 
The Inventory has been used in a few researches in Britain. 
herbert and Turnbull (1963) claimed that it did distinguish between good 
and bad teachers and suggested that with restandardization and re-
wording it might become a useful predictor of teaching ability, and thus 
possibly used for student teacher selection. However their statement 
is based on student teachers' final school practice marks and must there-
fore be regarded with a good deal of suspicion (Tarpey, 1965; Allen, 
1963; Robertson, 1957). The relation between marks on final practice 
and "good and bad teachers" is tenuous. Arvidson (1956) found the MTAI 
gave some indication of the efficiency of experienced teachers but his 
discussion of "efficiency" is extremely naive. Evans (1958) reported 
that it appeared to be of little use as a predictor of the success of 
students in a one-year post graduate teacher training course. 
Evans (1966) has critically reviewed the MTAI noting that it lacks 
built-in safeguards to prevent meaningful scores when filled in haphaz-
ardly, and that a stereotyped response set will similarly produce mean-
ingful scores. She argues that the scoring of certain items is arbitrary 
and suggests that the Inventory in its present form does not seem to be 
a satisfactory instrument for use in selecting students. Nevertheless 
Lvans notes that it does record hither scores for third year students 
than for first years and suggests tilat 
"the value of the ETAI is likely to be greatest in the field of 
teacher training" (p.149) 
She is concerned to point out however that the higher scores obtained by 
students as they progress through teacher training courses may be a 
reflection of holding, or expressing, opinions endorsed by many 
lecturers with liberal educational views. 
An interesting research in this connection is that of Tiegland 
(196) who compared 45 students with the greatest amount of positive 
attitude change on the MTAI with 45 students with the greatest amount of 
negative attitude change. The students with positive attitude change 
also scored significantly higher on a deference scale which measure their 
acceptance of a lecturer's influence. They also received higher course 
grades. Thus the MTAI might he measuring social desirability and defer-
ence attitudes. Oliver and Butcher (1962) referring to the "value" 
aspect of the inventory, (the implication that "progressive" attitudes 
are the desirable ones on every issue) imply its susceptibility to faking. 
Stein and Lardy (1957), Sorenson (1956), Sheldon (1959) Coleman (1954), 
and Polmantier and Ferguson (1960) have all suggested that it is possible 
for the MTAI to be "faked good" if the subject is provided with instruc-
tions which define the qualities of a permissive teacher thus giving a 
particular response set. Certainly it would require only little acumen 
on the part of any student to detect the responses required to obtain a 
high score. 
Eson (1956) found incremental gains on the MTAI supposedly relating 
to the completion of a course of educational psychology were comparable 
with the gains made by students who had to be instructed to "fake it 
good". Rabinowitz (1954) asserts that because of its high susceptibility 
to faking, the MTAI is not a good instrument for student teacher selection 
purposes. Rossi, Yengo and Boyd (1966) criticised the Inventory for its 
"fakeability", but feel that the MTAI may have a great deal more value 
for its expressed purpose than is indicated by Rabinowitz. Giebenk 
(1967) noted its failure to relate in any way to observed teacher 
behaviour. 
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One of the authors of the MTAI Scale has subsequently written to 
the effect that it has had "unwarranted use with student teachers", and 
that 
"Constructed on the basis of experienced teachers' responses to 
the items, the MTAI should be confined in its use to experienced 
teachers, if the present scoring key is employed" (Leeds 1969, 
p.51). 
he maintains however, that the MTAI "as one measure of teacher acceptance 
of pupils and children" performs an important function in the prediction 
of teaching potential. 
Despite these criticisms the MTAI has been extensively employed in 
the USA in the measurement of student teachers' and teachers' attitudes 
to education. The norms from the Manual show significant differences in 
scores, indicating increased liberality, between students at the start of 
their education course and those at the end of the course. There are 
significant differences in attitudes also between curriculum groups, 
with a consistent pattern in each year showing early childhood majors to 
be most liberal in outlook, followed by Elementary Education majors, 
then Secondary Education students (Academic), with Secondary Education 
students (nonwacademic) having the lowest scores of the student groups. 
All students at the end of their education course are shown to have 
higher scores than experienced Elementary School teachers. 
Callis (1950) claims two major conclusions from his research with 
over 600 students at the University of Minnesota. first, that the 
attitudes measured by the Teacher Attitude Inventory are of sufficient 
stability to warrant further investigations as to their efficiency in 
predicting teacher-pupil relations and in the pre-training selection of 
teachers. Second, that there are significant differences (at the .001 
level) in teacher-pupil attitudes among students classified by their 
major curriculum and that these differences are present in about the 
same magnitude at the beginning of professional training as at the end 
of it. Callis further notes that after six months fulltime teaching 
attitudes to pupils, as measured by the Scale, are about the same as at 
the start of the course of professional training. 
.vidence for higher scores as the student proceeds through his 
training course is adduced by Downie and Bell (1953) in a study of more 
than 300 students at Washington State College. The same researchers 
found some degree of consistency between the scores of sophomores on the 
MTAI and the ratings of instructors. Such statements "has keen interest 
and should get along well with children", and "will attract children" 
accompanied a high score on the Inventory. Low scores were associated 
with such comments as "doubtful how much appeal she will have to kids". 
This could be interpreted as the MTAI distinguishing between good and 
poor student teachers and may be considered in relation to Michaelis 
(1954) who found that the mean score on the MTAI for a group of students 
who were successful on practice teaching was sinificantly higher than 
the mean score of a group of less successful student teachers. A small 
study by Fuller (1951) should be noted which concludes that the Inventory 
could not be used to differentiate between those students with the high-
est ratinc!s on practice teaching from those with the lowest ratings. 
Michaelis only reports his finding as significant at near .01 level 
without more detail given. Further, he is pessimistic about the use of 
the MTAI as a predictive instrument. His criteria for "success" is the 
teaching practice mark which is itself a doubtful measure. 
American research on student-teachers has mainly been concerned 
with an attempt to measure the effect on attitudes to education of 
either periods of practice teaching or relatively short courses in the 
theory of education. This appears to have been the major preoccupation 
of investigators. Long term studies of the impact of college on student 
teachers are lacking or incorporated into larger studies of student 
change (Feldman, 1969); where they exist the focus tends to be on demon-
strating the existence of differences between groups of students preparing 
to teach different age-levels, or between different year groups. This 
difference in emphasis from British studies shows an attempt in America to 
measure attitude change against short term experiences, but, as will 
become evident as the studies are considered, results are by no means clear-
le,e,x14 
cut,41ittle attempt to relate change to institutional characteristics, 
and a good deal of theoretical and methodological naivety is displayed. 
The effect of practice teachine, 
The evidence here is soeewhat conflicting, but it is possible to 
detect a moderate amount of consensus to the effect that whatever else the 
experience of student-teaching does, it appears NOT to foster an increase 
in liberal-democratic attitudes towards children or classroo: behaviour. 
The majority of American researches point to the experience of student 
teaching as influencing student attitudes in a negative direction. Day 
(1959) found that the MTAI scores for 154 students on an eight week practice 
were significantly lower immediately after the student teaching experience. 
he interprets this finding: 
"students 	 exhibit unrealistic attitudes towards children and 
school work at the time of entering the internship phase of the 
teacher training program". (p.327) 
Day also demonstrates a dramatic drop in MTAI scores among Graduating 
seniors after one year of teaching experience. lie suggests that this is 
attributable to the full-time teaching experience itself, as a comparable 
group of raduating seniors who had not gone on to teach showed a much 
smaller non-significant loss after one year. Day implies the teacher 
training, and the teeehing practice experience itself, gives an unrealistic 
picture of the classroom situation found on taking up a full time 
appointment. 
Cambell (1967) studied nine physical education majors at the beginn-
ing and end of a semester of teaching practice. Although there was no 
significant change on the total MTAI scores he discovered that the dimen-
sion "Principles of Child Development and Behaviour" was found to record 
a significant change in attitude. This change shifted from agreement or 
"right" responses to disagreement or "wrong" responses. The small size 
of the sample and the special nature of the students necessitate viewing 
this study with extreme caution. Cambell suggests but does not prove, 
that students approach student-teaching with pre-established attitudes 
and convictions which are not necessarily ba'anced equally in each of the 
five MTAI dimensions of professional preparation. he reports McCullough 
(1961) and Cambell (1962) as finding significant shifts in MTAI scores 
in a negative direction during student teaching experience. Muuss (1969) 
also reports a significant decline in 1TAI scores during u 4 month 
internship of graduate student teachers. 
Dutton (1962) used the MTAT with 91 elementary school students at 
the university of California, Los Angeles at the beginning and end of a 
semester of student teaching. he found that significant changes (level 
not given) occured in a negative direction in attitude towards children. 
Of his sample, twenty-two percent of the scores showed a positive gains, 
but seventy-eight percent recorded negative losses. A control sample of 
150 students following methods courses in College maintained their high 
positive scores over the semester. Dutton also administered two anxiety 
scales to obtain scores on manifest anxiety. The change in MTAI scores 
did not differentiate between anxious and non-anxious students. 
Newsome, Gentry and Stephens (1965) adopted a different approach 
to measure attitude change during practice teaching. Arguing that a 
framework of thought characterised by contradictions seems to be the mark 
of an authoritarian, they administered the GNC Scale (Gowin, Newsome 
and Chandler, 1961), designed to measure logical consistency of ideas 
about education, to 130 seniors before and after school practice. The 
students were consistent on the first and second administration of the 
scale, but statistically significant losses in scores occured in the total 
group (significant at the .01 level), and in three subgroups: secondary 
education majors, English majors (both changes significant at the .01 
level) and social studies majors (significant at the .05 level). Elemen-
tary education majors and mathematics majors showed no significant change 
in consistency. 
The implication of the study would appear to be that experience of 
student teaching, whilst not making student teachers logically inconsistent, 
nonetheless reduces the level of logical consistency on educational 
matters. The authors are unable to explain why the loss in scores of 
elementary majors was not significant, but they suggest that in secondary 
schools there is reason to suspect that ideas about education are more 
frequently and more seriously challenged, particularly in English and 
social studies. This interesting speculation is in no way tested and 
remains at the level of a hypothesis. This study of Newsome et al is 
open to criticism on the grounds of the weakness of its basic assumption. 
Contradiction of thought is not the preserve of the authoritarian; 
indeed, given basic premises it can be argued that there is more logical 
consistency characterising the authoritarian personalities than among 
those who see less certainty in the world. What matters are the premises 
themselves. It will be shown in Chapter 9 that student teachers are often 
characterised by holding apparently inconsistent views or educatiOn which 
they resolve according to appropriate frames of reference. 
Walberg (1968) gave a modified form of the MTAI, a semantic differ-
ential scale, and a bipolar scale to 64 college senior women before and 
after a fourteen week practice in suburban elementary schools. he found 
that the croup scored significantly lower on the followinr items: neat, 
pedagogical, identified, pupil centred, egalitarian; and significantly 
higher on: expressive, narcissistic, puritanical, controlling. These 
changes represent a decline in MTAI scores. Walberg gave similar instru-
ments to a group of 77 college junior women who were undertaking theory 
courses together with a weekly "tutoring" role when they taught arithmetic 
to one or two children in an inner city school. This group of "tutors" 
scored si7nificantly lower on: neat, stable, good, controlling, authorit-
arian; and higher on pupil-centred, here the change represent a rise on 
MTAI dimensions. The contrast is suggestive and gives support for a 
hypotheses of personality-role conflict, in which the students experience 
the need to establish rapport with children as against the role-demand as 
a teacher to establish authority and discipline. Thus, the "tutors" 
were enabled to reduce the amount of conflict experienced and could become 
less controlling and authoritarian, and more pupil-centred; whereas the 
teaching practice group declined in pupil-centredness and egalitarianism, 
and became more controlling. 
Walberg argues that even though the teachint group declined in 
professional aspects of their self concept "they rose on personally ful-
filling aspects of self concept" (p.289). This contrasts with earlier 
research (Rabinowitz and Rosenbaum, 1960) showing; a sharp decline in self 
concept and attitude among practice teachers in slum and lower class 
schools in New York. Walberg argues that Rabinowitz' finding supports 
the hypothesis that middle-class students trained for middle class pupils 
have declining self concepts when they encounter the social realities of 
poverty in the inner city schools. As Walberg's practice teaching group 
were teaching in middle class suburban Boston schools their rise on person-
ally fulfilling aspects of self concept is not, perhaps, surprising. 
Walberg's analysis of the self concept changes shows it is limited to a 
fairly narrow range of components but his study is valuable for its strong 
suggestion that practical teaching modifies pupil centred attitudes. 
Horowitz (1968) used the conceptSidiographic, nomothetic and trans-
actional, developed by Getzels (1963) to investigate attitude change during 
student teaching. Getzels conceptualises social systems as made up of two 
main components, institutions and individuals. Individuals have needs or 
need-dispositions and institutions contain positions and corresponding 
roles. The idiographic dimension refers to needs of the individuals and 
to emphasis on personalities in behaviour. The nomothetic dimension refers 
to the goals of the institution and to emphasis on role in behaviour. The 
transactional dimension is more than a compromise between nomothetic and 
idiographic: 
"the standard of behaviour is both individual integration and 
institutional adjustment" (Getzels and Thelon, 1960) 
A Teacher Role Description Instrument (TRD) was prepared ta measure role 
expectations, consisting of five sets of twelve items. Zech set of twelve 
contained four nomothetic, four idiographic, and four transactional items.. 
Respondents were asked to select from each set the four items they considered 
least appropriate to the teacher's role. High reliability is claimed; 
.°7, .83 and .92 for the nomothetic, transitional and idiographic modes 
respectively. Correlations with the MAI were .39 for the nomothetic 
dimension (significant at .01 level), and + .34 for the idiographic. 
(significant at the .02 level). 
The TRD instrument was administered to 274 students at four teaching 
institutions in the USA and Canada, before and after teaching practice. 
It was found that students became significantly more nomothetic in their 
expectations after a period of student teaching (reported at the .0005 
level). This change, coupled with the fact that they became less trans-
actional (change significant at .0005 level) suggests that students are 
more concerned after student teaching than before with the expectations 
of others for the role of the teacher. Students also perceived cooperating 
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teachers as being more idiographic and less transactional than they had 
perceived them to be prior to the student-teaching period. Horowitz also 
found significant differences on the nonothetic and transactional dimen-
sions between students at four teacher training institutions he studied, 
but he does not explore the institutional factors which underly this find-
ing. No further studies appear to have been undertaken using the TRD, but 
Horowitz' work is a significant attempt to investigate student attitude 
change on the basis of well developed theoretical structure. 
Another study arising from a theoretical background is that of Roy 
(1967). Pupil control ideology (PCI) was conceptualized along a continuum 
ranging from "custodialism" at one extreme to "humanism" at the other. 
(Willower, 	 and Hoy, 1967). The "custodial" vi.::wpoint is character- 
ised by pessimism and watchful mistrust. A high level of control achieved 
by an autocratic organization with a rigid pupil control si.atus hierarchy, 
is the central concern of the custodial school. A "humanistic" orientation 
leads teachers to desire a democratic atmosphere, selfwdiscipline and 
learning through interaction and experience. Using a Pupil Control Ideolo-
.9y form developed by Iillower et al, 282 student teachers at Oklahoma 
State University were tested before and after an eight week practice to 
determine the extent to which they were custodial or humanistic in their 
pupil control ideology. Both elementary and secondary groups of students 
and the group as a whole were significantly more custodial after student 
teaching than before (differences significant at the .001 level). noy 
suggests this change represents socialization occuring in the area of 
pupil control, with student teachers moving towards the ideology of the 
professional croup to which they aspire: professional teachers. ',hese 
teachers represent significant others to the student teacher, and this 
process of anticipatory socialization may be functional to the prospective 
teacher, aiding him in a smooth, efficient transition from the student 
to the teacher role. This study, like Horowitz', has rational appeal: 
empirical work on the basis of theoretical conceptualization exploring a 
particular dimension of teacher role. Again, however, caution is required, 
for Hoy's report of the administration of the test 0.154), and his assump-
tion, without testing, that the PCI scores of the supervising teachers 
were lower than the students, reduces the value of the research and makes 
generalisation difficult. An attempt to obtain the PCI scores of coopera-
ting teachers, and to measure the student change relative to these, would 
have improved the research. The debt to the sociology of organizations 
(Etzioni, 1961; Gilbert and Levinson, 1957), is clear, but the fact that 
the school is not a "total' organization, and that control ideology is 
only part the framework of any institution's socializing processes, are 
further qualifications to Hoy's study. Similarly, PCI represents only 
one of the parameters defining the role of the teacher. 
Jacobs (1968) also reports a negative change in student attitudes 
during the experience of student teaching. The Valenti-Nelson survey of 
teaching practices was administered to 457 students in five teacher educa-
tion institutions at the beginning and end of a semester of student teach-
ing. The instrument is designed to evaluate attitudes towards the social 
role of the teacher and provides alternative methods of handling problems 
that reflect four basic points of view along an inter-personal attitude 
continuum ranging from rather rigid authoritarian attitudes to a liberal, 
group orientated, democratic point of view. Significant changes were 
found, moving away from the more liberal and democratic attitude towards 
more rigid and formalized attitudes. Jacobs suggests that this change may 
be due to "bureaucratic shock", when students, facing the demands of a 
very apparent educational hierarchy after a period of relative non-
interference from bureaucratic control, suffer a reaction of displeasure 
and disgust to petty regimentation and rote in the school system. 
Jacobs in no way tests this hypothesis which appear highly speculative. 
seems a clear ease where 	 erviewa could check the validity of the 
interpretation. 
There is however in Jacob's work a link with Wegenschein (190) 
who found that young teachers are subjected to shock when they encounter 
tee relatively hardened orientations of experienced teachers and admini-
strators. In , itain Whiteside at el (1969) have uses tee cor.cept 
"reality stock 	 a study of student teachers' preferences for teaching. 
'.11e, concept is boxrowed from t-imerican research (Becker, 1i52) and suggests 
that insofar as young teachers' ideals(of children, teaching, colleaeues) 
do not match up with what is encountered in the reel work situatilin, 
problecs will occur requiring adjustment of attitudes. Thus school 
practice can be seen es 	 test of soli concept and of exp•stations for 
others, where the reality falls abort of t e ideal. No significant relation-
enipe were found between change in attitude during the teaching practice 
experience and socio-economic level of tLe school, socio-economic level 
of the student, 	 of the student, number of plecezents during student 
teacnin8, or L ades in the atudenteteacnin6 semester. Jacobs does not 
report differences obtaining in attitude change between the five institu- 
tions studied 	 shows no interest in possible differentiel impacts of 
different colleges. 
further evidence of the effect of teaching practice upon students' 
attitudes is provided by Lipscomb (1966). 'e,e constructed a scale to 
measure student teachers' attitudes towards problem situations which 
focussed on children, the role of the teacher, and curriculum practices. 
Aibh reliability (.30) and validity is claimed for the scale, but it must 
noted that Lipscomb's validation consisted of criticism by twelve of his 
colleag ues of s preliminary draft of the scale. It.was found in a sample 
of 44 students, that 41 showed significant attitude changes during o 
semeaterle teaching practice. The group as a whole recorded a change in 
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Score significant at the .001 level, but as Lipscomb does not give the 
direction of c4ange either in the case of the total group or individuals, 
the research is of doubtful value. 
Changes in attitude during periods of practical teaching have been 
directly linked by some American researchers to the attitudes of supervis-
ing teachers i.e. those teachers who have direct responsibility in school 
for the student. Dutton (1962) found that students recorded negative 
changes in MTAI scores in the direction of their supervising teachers 
regardless of initial scores. curther, McAuley (1960) reported that 
student teachers seemed to be 
....Greatly influenced by their coop e rating teachers in methods 
of teaching, techniques of classroom housekeeping, and relation-
ships with children" (p.82) 
McAuley's finding was however based on personal observation of only three 
teachers and six students and is an impressionistic study. however, 
Corrigan and Griswold (1963) found that student teachers held certain 
prin.iples of teaching to be important to the extent that their college 
supervisors, cooperating schools and cooperating teachers implemented 
them in practice. 
Jacobs (1968), whose research is reported above, found only one 
significant relationship out of four possible response areas, between 
student teachers' perception of their cooperating teachers and their 
changes away from group-orientated democratic responses (significant at 
.05 level). The students' perception of the student teaching experience 
was significantly related with changes to more rigid, authoritarian 
attitudes. in view of the low correlations obtained, and the student-
reporting aspect of Jacobs' research, rather than an attempt to more 
objectively assess the cooperating teachers' attitudes, caution is 
necessary in interpreting the data. 
A different approach was taken by Johnson (1969) who investigated 
80 student teachers and 80 supervising teachers to determine if change in 
student dogmatism during student teaching was a function of the degree of 
dogmatism of the supervising teacher. The instrument used was Rokeach's 
Dogmatism '3cale, Form E (Rokeach, 1959) consisting of forty statements 
which measure individual differences in openess and closedness of belief 
systems. A significant change in dogmatism scores did occur, with 44 
students gaining in dogmatism and 36 showing decreased scores. Fifty-
three of the students moved in the direction of the supervising teacher 
on the variable from pretest to post-test and twenty seven in the opposite 
direction. This difference was significant at the .01 level. Johnson 
concludes 
"the results provide clear evidence that the change in the degree 
of open and closed-mindedness of the student teacher subjects 
may be a function of the dogmatism of their supervising teacher", 
and calls for great care to be exercised when placing a student teacher 
with a supervising teacher. 
Further evidence of the influence of the supervising teacher was 
reported by Price (1961). A group of forty-five student teachers were 
found to change their attitudes in the direction of those held by their 
supervising teachers. The change in their NTAI scores towards the scores 
of their supervising teachers was significant at the .05 level. Price 
also found that when an observat:a... rating scale was used to measure 
classroom teaching performance, the correlation between supervising 
teachers' and student teachers' performances indicated that student 
teachers seem to acquire many of the teaching practices of their super-
vising teachers during the practice. 
All research reported above has pointed to the influence of school 
practice being such as to cause negative changes in attitude on the part 
of students. however, a number of studies appear to suggest that where 
the attitude of the supervising teacher is favourable, or where the student 
is given direct help by his college supervisor, together with feedback 
on performance, attitudes can be positively influenced or development 
of negative attitudes arrested. 
Lcott and Brinkley (1960) administered the MTAI to 77 students 
before and after a thirteen week school practice. They record no signifi-
cant difference in scores for the total group. The MTAI scores of the 
supervising teachers involved were also obtained. It was found that the 
47 students who taught in classrooms where the teachers' attitudes towards 
pupils were superior to their own improved significantly (at the .05 
level) as a group in their attitudes towards pupils during student teaching. 
The group of students working with teachers whose attitude scores were 
lower than their own did not as a group change significantly in their 
attitudes. 
Newsome (1965) reports Berryman (19o3) finding that changes in 
attitude toward democratic teaching do occur during student teaching, 
with significant positive changes being associated with favourable 
placement situations except in the case of students of relatively low 
academic ability. Favourable placement relates to both the attitude of 
the cooperating teacher and to the general social and educational circum-
stances of the school and pupils. 
Ishler (1967) found that a 7roup of 34 students in nn eleven week 
practice in elementary schools recorded a significant.;hange toward 
learner-centred verbal behaviour over the period. Using Withall's 
Social-i;motional Climate Index( Withal?, 1948) on weekly visits, Ishler 
categorised the statements made by each student-teacher into learner-
centred and teacher-centred statements. seventeen of the students formed 
an experimental group to whom he gave feed-back after each visit concern-
ing their verbal behaviour and the type of classroom climate they created 
6o. 
as a result of i*. Group feed-back sessions were also held with the 
experimental group. Although both the control group (the remaining 
seventeen students) and the experimental group experienced a change in 
verbal behaviour, becoming more learner centred (difference significant 
at .01 level), the change in the group receiving feed-back was much more 
sig nificant (at the .01 level) than that of the control group. There 
was no significant difference between the verbal behaviour of student 
teachers of primary grades and student teachers of intermediate grades. 
Hough (1969) and Furst (1967) also found that students given train-
ing in Flanders' interaction analysis (Amidon and Flanders, 1963), and 
practising this technique in simulated microclass conditions of teaching 
showed significant differences from control groups on subsequent practice 
teaching in that they were more pupil-centred in their verbal behaviour. 
The techniques of the last three reported studies afford a useful 
measure of the observed behaviour of student teachers in the classroom. 
What is lacking is any self-reporting on attitudes by the students. 
Thus, it cannot necessarily be inferred that attitudes to education did 
not deteriorate over the period of school practice. It is clear however, 
that direct intervention by the supervisors can influence students 
towards more learner-centred behaviour on school practice. Ishler's 
results could perhaps be viewed as an illustration of the Hawthorne 
effect (Romans, 1948), as the behaviour of his students who were observed 
but received no feed back or explanations also chanced towards being more 
pupil-centred. 
Finally, four studies provide some evidence that teaching practice 
does not necessarily result in less favourable attitudes. In each case 
however no details are given of the characteristics of school placing 
or collese support. 
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Sandgren and Schmidt (1956) administered the MTAI to 393 Seniors 
before and after teaching practice and found that attitudes improved 
during the experience. Elementary and secondary students' changes were 
significant at the .01 level. Women students consistently recorded 
higher scores than men, and those students following; the Elementary 
education curriculum were demonstrated to have more favourable attitudes 
than other students preparing to teach secondary pupils. There was no 
relation between MTAI scores and supervisory teachers' ratings of the 
students' teaching ability; thus Sandgren and Schmidt conclude that 
MTAI scores cannot be used to predict probable success in teaching. 
Oelke (1956) investigated 44 senior year student-teachers' attitudes 
before and after a six week's teaching practice. he used the NIAI and 
a modification of the Alexander Thematic Apperception Test for Teachers 
(showing eight pictures involving children) as a measure of attitude 
towards children. No change was found in the total scores on the HTAI, 
but the TAT showed changes in two out of 11 areas: Empathy (significant, 
at the .05 level), Optimistic (significant at the .01 level). A compar-
ison of scores on the TAT with a pre-teaching group showed the teaching 
group to be more accepting of children's behaviour and more optimistic. 
Students rated as best on teaching expressed greater acceptance of childrenA 
behaviour after student teaching, whilst those rated as poorest tended to 
become less acceptant of children's behaviour. Howevef, the subjective 
nature of this research implies its findings should be treated with 
caution. Oelke himself says, 
"no generalizations of the behaviours of other groups nor 
extension of these responses to infer performance with children 
should be made without further specific validation" 
Corrigan and Griswold (1963) used an SO statement inventory to 
measure the expressed attitudes of student teachers towards three princi-
ples of education held to be important in guiding learning opportunities. 
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(The principles were 1) The learner's purposes are recognised and 
(utilised, 2) The learner engages in problem solving, and 3) The learner 
is helped to develop generalizations which he can apply in a variety of 
life situations). The inventory was applied to 63 students prior to and 
on completion of a semester of practice teaching. The results showed a 
significant change (level not given) toward agreement with the principles. 
The direction and amount of changes were shown to be related to whether 
or not the students perceived their practice as a period in which they 
had the opportunity to formulate, participate in, and/or observe the 
implementation of the principles. students teaching younger children 
showed high positive change against less positive change for those 
teaching older pupils. 
Brim (1966) also using the MTAI found that 37 student teachers showed 
a change towards more liberal attitudes to children's behaviour during 
practice teaching. It should be noted however that this "improvement" in 
attitude was slighter than that recorded for any of the other parts of 
the students' course: theory and observation work. 
Thus, the evidence relating to periods of practical teaching appears 
to suggest strongly that students' attitudes to education are likely to 
be changed by the experience. The change will generally be in the 
direction of lower scores on such instruments as the MTAI. This hypothesis 
is specifically tested in this investigation.. 
The effect of theory courses  
There seems little doubt from the evidence that theory courses in 
education have the effect of significantly changing student teachers' 
expressed attitudes towards a more liberal view of the role of the 
teacher. Of the studies below, only the first two reviewed record no 
movement towards more child-centred attitudes. 
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Ofschus and Gnagey (1963) found that 71 students enrolled in a 
semester's course of child growth and development showed no tendency to 
change their MTAI scores in the direction of their high-scoring tutor. 
They suggest that inflences in other courses taken concurrently with child 
development possibly counteracted a move to more liberal attitudes; but 
this hypothesis is not explored. high scores were associated with long 
term commitment to teaching. Dutton (1962) found that a group of 150 
students undertaking a pre-teaching semester of methods courses recorded 
no measurable change in MTAI scores, but did maintain their _high, 
positive scores. These two findings of no change are significant exceptions 
to the clear trend revealed in the studies which follow. Callis (1950) 
records a significant increase in MTAI scores towards more desirable 
teacher-pupil attitudes. His sample were 175 Juniors retested after six 
months of general courses in education at the University ©f 1.1issouri, 
these courses being the subjects' first experience with professional course 
work. he records that after six months of full time teaching students' 
attitudes as measured by the MTAI are about the same as when they commenced 
professional training. However, this research would appear to point 
toward the importance of the early stases of the course in determining 
the conception of the role of the teacher established during training. 
using a modification of the Alexander Thematic Apperception (Ohlsen 
and Schultz, 1955) which gives a total quantitive score using expressed 
acceptance and rejection of children's behaviour in response to eight 
pictures invoisting children, Oelke (1956) found a significant change in 
the direction of greater expressed acceptance of dependency on adults, 
and non-achievement as normal behaviour of children. This change was 
obtained with a pre-teaching group of 50 junior. Year students following 
a theoretical course over seven weeks which emphasised the roles of the 
teacher and the student and which was designed to develop greater under- 
standing of the difficulties of the child. The finding accords with the 
general trend of research, but the subjective nature of the instrument 
advises caution in considering the result. 
Sson (1956) records significantly higher MTAI scores by 75 sophom-
ores at the end of a first professional course in education, General 
Psychology. It is necessary to be sceptical of the view that these 
incremental gains represent a shift in attitudes towards a more liberal 
position, for Sson points out that the gains are comparable with gains 
made by students who had been encouraged to "fake good" on a second 
administration. Further, there was a low correlation between final 
MTAI scores and scores on a final contents test of the course. Eson 
suggests the students had merely become "test wise", learning to recognise 
the "right" responses during the course. Charters (1963, p.751) inter-
prets neon's findings as role learning rather than attitude change: 
learning to associate the appropriate feeling tone with the occupational 
jargon. 
Rogers and Smith (1956) gave the MTAI to 64 graduates of liberal 
art colleges enrolled in a six week summer session of an emergency 
programme set up by New York State to produce elementary school teachers. 
The students on this Intensive Teacher Training Programme (ITTP) were 
tested at the start and end of the course. An increase in score 
(significant at the .001 level) was recorded, and the authors comment 
that frog► "casual" observation of "previous" groups, and from "the reports 
of many prindipals and supervisors", it would seem that graduates having 
completed the course are, "as a whole", performing as the test scores 
would indicate. The speculative nature of this validation leaves the 
interpretation of the change open to question. 
Costin and Kerr (1966) found that eighty: graduate women education 
students became significantly less authoritarian (at the .05 level) after 
6 . 
the completion of a theory course on mental hygiene. The "Opinions about 
rental illness scale" administered at the start and end of the course also 
revealed that the female group and seventy men education graduates also 
made significantly greater indreases in the opinion that unhealthy inter-
personal relationships early in life contribute to mental illness (change 
significant at the .01 level). The researchers enter a caveat to their 
findings which can well stand for all the reported researches based on 
self-report inventories: 
"As in any study of this kind, the changes obtained were verbal 
attitudes and opinions as elicited by a self report scale. 'fhere-
fore, these changes may simply reflect what the students thought 
they "should" feel and believe as the result of encountering 
correct information about mental illness. Whether these students 
would translate their verbalised changes into action 	 cannot 
of course be answered by the data of this investigation. however, 
verbalised attitudes are not necessarily less important than 
action attitudes, for what students and educators are willing to 
endorse on an attitude opinion scale may at least be a first step 
towards their endorsing and expressing such attitudes and opinions 
more publicly and spontaneously". (Costin and Kerr, 1966, p.40). 
In a study of 250 students at the University of Denver Brim (1966) 
used the MTAI to evaluate attitude change, over a ten week period, of 
concurrent groups following different courses. he found that all groups 
recorded higher (more liberal) scores with each level of progression 
through the undergraduate teaching programme (the overall change was 
sift ificant at the .01 level), and pointed to the earlier phases of the 
education course.as producing the greatest degree of attitude change. 
students who were involved in observing and assisting in classrooms 
(but not student teaching), and concurrently followinL a theory course, 
Introduction to Educational Psychology, showed the largest change of the 
five groups investigated. More than 80 per cent of students who were 
interviewed who had had "laboratory" experience (observing and assisting 
in classroom), said that their attitudes were altered by direct interac- 
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tion with children. 
Further evidence of the effect of coupling theory courses with 
contact with children in a non teaching situation is provided by iard 
and bailey (1966). An introductory course in guidance and counselling 
for 42 junior year students was augmented with work with youth groups. 
Significantly higher MTAI mean scores were recorded at the end of the 
course indicating more liberal educational attitudes than at the start 
of the course. Ten students, not working with youth 71-soups but following 
a library reference assignment focussed on guidance principles, showed 
increased scores, but at a much lower level than the group having contact 
with youth. 
Walberg (1968) similarly reports that theory courses accompanied by 
weekly "tutoring" with one or two children appeared to improve students' 
attitudes. Students undertaking this work showed, after fourteen weeks, 
significantly higher pupil centred scores and became less controlling 
and authoritarian. This was in contrast to opposite movements of scores 
for students engaged in teaching practice. Walberg attributes this 
positive change to the intimacy of the tutoring situation, and the greater 
opportunity for individual attention. he does not mention that some part 
of it may be due to the theory courses taken concurrently. 
Jacobs (1968) found that 550 students enrolled in a semester of 
initial professional education courses at five educational institutions 
showed significant changes, moving away from more rigid and formalised 
attitudes towards more liberal and democratic conceptions of the social 
role of the teacher (changes significant at .01 level). This change was 
in contrast to students undertaking practice teaching as reported above. 
There was no relation between attitude changes and students' perceptions 
of their college instructor, or socioeconomic level. Significant relation-
ships were however present between attitude change and ale; and attitude 
change and cumulative grade-point average (significant at the .05 level). 
Higher grades were associated with changes to more rigid authoritarian 
points. of view, and also with lower changes to responses that were 
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more liberal. Jacobs does not comment on this perhaps somewhat surpris-
ing finding. A weakness of Jacobs' study is that the instrument used 
is concerned only with one facet of the teacher's role, the social. It 
neglects the instrumental aspect of teaching. 
Muuss (1969) found that MTAI scores increased significantly, 
becoming more tolerant and more child-centred, during the academic part 
of a graduate programme in elementary education. Muuss attributes the 
attitudinal gain mainly to the effect of the educational course, but 
also su;ests - without producing any empirical evidence - that peer 
group reinforcement may have contributed to the change. This suggestion 
arises from "the strong in-group feeling and snaring of ideas after class" 
noted by Muuss. 
The American studies reviewed above show the researCI concentration 
upon the effect of short term experiences, either practical teaching or 
courses in theory. In studies less specifically focussed, several inves-
tiations have demonstrated the existence of significant attitudinal 
differences existing between groups of students preparing to teach 
different age levels. The manual of the MTAI (Cook, Leeds and Callis, 
1951) show decreasing scores for early childhood majors, elementary 
majors, secondary academic majors; secondary non-academic. Davis and 
Yamamoto (1968) show a'similar trend for early childhood, elementary 
and secondary majors. 
The comparison of year-group attitudes appear to show differing 
attitudes to education and the teacher's role with increasingly liberal 
and democratic attitudes characterising the students as they progress 
through colleGe. This trend would appear to be in accord with Newcomb 
(1943) in his seminal study of a women's liberal arts college, Zennin ton. 
Using longitudinal and concurrent samples of over 600 students he showwd 
a pattern of attitudes of declining conservatism from freshman to senior 
6 
years. Newcomb's study was not in a teacher-training insttution, 
further, the sample was a highly selective one, affluent, middle class 
and, in his own words, "somewhat oversheltered". 	 he college itself was 
atypical: 
"To a very unusual degree the community was integrated self-
contained, and self-conscious." 
However, studies of other college and university student groups 
confirm the major trend of Newcomb's study (Chickering, 1969), and a 
major review of research conducted before and since the war into the 
effects of higher education on students comments: 
seems safe to conclude that today's students, like those 
of the thirties and forties, become more "literal" in the sense 
of being more sophisticated and independent in their thinking, 
and placing greater value upon individual freedom and well-being" 
(Webster, Freedman and heist, 1962, p.28) 
This conclusion is supported in the more recent reviews of higher 
education (Feldman 1969, Oxtoby 1972). 
However, two cautionary notes should be sounded. First, it may 
be that the changes are merely developmenta1,3anford (1962) argues that 
it !s by no means clear that observed changes in attitude are due to 
educational activities deliberately undettaken in institutions of higher 
education. Second, Newcomb (1970) has pointed out that changes, 
while widespread are neither universal nor radical: a number of students 
appear to be little or not at all affected by the experience of 
college. 
Nonetheless, studies of teacher training institutions have yielded 
similar trends in relation to students' attitudes to education. she 
MTAI manual gives norms showing seniors of all curriculum groupings 
scoring more highly than similar groupings of juniors. Further, 
University freshman are shown as having lower scores than education 
juniors or seniors. Downie and Bell (1953) have reported significantly 
higher MTAI scores for sophomores than for freshman at Washington 
State College; and Brim (1966) in a concurrent study of year groups at 
the University of Denver reports higher MTAI scores at each level of 
progression through the undergraduate education programme. however 
comparison with the scores reported in the MIAI manual show the 
Washington sophomores scoring higher than the beginning education juniors 
at the University of Minnesota. This indicates not only the difficulties 
inherent in comparing concurrent samples in different institutions, but 
also the need for longitudinal studies related to institutional character-
istics. 
A study which attempts to provide evidence on how characteristics 
of different teacher training institutions do affect students' attitudes 
is that of Rabinowitz and Travers (1955). Two colleges were studied. 
In Institution A the emphasis in the teacher training programme was on 
intellectual development in a rather broad liberal arts tradition, rather 
than on professional skills. Students did not typically visit schools 
except for teaching practice, and the staff felt some scepticism about 
the value of classroom observation before the student had acquired the 
intellectual maturity which might enable him to evaluate what he observed. 
In Institution B professional training was given primary emphasis, and 
the staff were particularly concerned to ensure that students should have 
the personality characteristics that permit suitable teacher behaviour. 
Students were given the opportunity to acquire suitable teacher behaviour 
patterns through observing teachers who were considered to be models. 
While competency in subject matter was expected of the student, he was 
told by the staff that he was being trained primarily as a teacher. 
Projective techniques were used to assess changes in attitudes. 
Students were instructed to draw a picture of a teacher with a class. 
The drawing test was designed to compare students in the two institutions 
at different stages of training. When the drawings were scored to measure 
the extent to which they showed activity outside of the control of the 
teacher and activity showing partial or total pupil control, significant 
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year and institutional differences emerged. Institution A students 
showed no change over the two year period to graduation on this dimension. 
In Institution R students showed a significant change in the direction 
of a decreased amount of teacher control. 
The drawings were then rated to obtain a score indicating the 
degree to which they displayed tension in pupil teacher relationships. 
At the start of teacher training, students were found to be similar in 
both institutions, but whilst those in Institution A remained unchanged 
at the end of the course, those in Institution B showed a sharp decline 
in tension. When the drawings were further rated to check the number 
in each group which showed pupils and teachers participating together in 
some activity, the percentage so classified in Institution B showed a 
significant rise over the period of teacher training while the percentage 
for Institution A did not. The results point to the conclusion that 
change occured in that institution which made a deliberate effort to 
change the students° concepts of what should go in a classroom. Although 
the methodology is open to criticism, and concurrent samples were used, 
the nature of the results shows the importance of taking into account 
significant institutional factors. 
Rabinowitz' technique was used to compare year groups of students 
by Palmer (1954). 3he found that seniors training for kindergarten 
teaching drew classrooms that were for the most part very informal with 
a picture of themselves as participating with children in a variety of 
activities. In contrast the freshman group showed many more drawings of 
formal arrangement of furniture and with the teacher standing inJ•ront 
of the room "teaching". Cohen (1968) interprets this finding as showing 
that fourth-year students give greater support to informal, integrative 
teacher-pupil activities than first year groups who believed that teachers 
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should engage in more formal relationships with young children. In view 
of the projective nature of the study and lack of validating evidence, 
"support" and "believed" should be viewed with caution. 
The research reviewed in this chapter tends to confirm the view 
that comparatively little is known about either the extent or causes of 
attitude changes towards educational issues occurring among, student 
teachers during their courses of training. Researchers have been largely 
pre—occupied with establishing scores on particular instruments by 
students at different stages of their courses. The nature of the instru—
ments used has tended to focus attention upon the pupil—teacher relation—
ships dimension of the teacher's role, American research using the MTAI 
displaying this characteristic to a marked degree. There has therefore 
been a neglect of other areas of the teacher's role, particularly those 
centering around curricular, organizational and methodological issues. 
The effects of interaction between home and school, subject and subject, 
and instrumental and expressive functions of the role as affecting student—
teachers' conceptions of the role are similarly not clear from a study 
of the research already done. Little attempt has been made, in the total 
context of training courses to evaluate the most significant experiences 
in thit process of role socialization. What little evidence there is 
tends to point towards the early stages of the course as highly 
significant. 
There is also a lack of evidence relating to the influence of the 
student's peer group upon the formations of his conceptions of the 
teacher's role. In view of its importance (Sanford, 1962; Newcomb 
and Wilson, 1966), this is an area which clearly needs investigation. 
Similarly, although a number of studies exist relating to the conception 
of the teacher's role held by teacher—educators (Finlayson and Cohen, 
1967; Robertson, 1957), this again represents an important area about 
which little is known. Studies are needed to reveal the differences 
existing between tutors, students, teachers and other members of the 
role-set, and within the tutor group itself. It is likely that the 
role conceptions of the teacher held by groups of college staff could 
be widely different in important respects. 
A major weakness of every study, with the exception of Shipman's 
research, is the lack of reference to the institutional framework within 
which the student receives his training. It is suggested that unless 
regard is paid to the particular experiences and groupings which the 
student encounters, the significance and possible causes of attitude 
change are very difficult to identify and evaluate. Riesman (1953) 
argues that the researcher is methodologically at risk when he fails to 
identify the influence of specific groupings (of staff and students) 
at certain parts of the college course. 
Validation against observed behaviour of any instrument designed to 
measure attitude changes towards aspects of the role of the teacher is 
a most difficult process and has been avoided by researchers. The 
typical comparison made is against practical teaching assessments partic-
ularly in an attempt to obtain factors predictive of good teachers, but 
the evidence on the correlation of attitude scores and teaching marks 
tends to show few relationships. An attempt is needed in future investi-
gations to use criteria other than the practical teaching grade. 
Several researchers have commented upon the interpretation of 
changes in scores recorded on questionnaires: the trend of increasing 
liberality toward children and education. There is evidence that this 
trend is reversed by the experience of full time teaching. American 
research caeo shows that a similar reversal may take place during periods 
of practical teaching during training. Whether the trend represents 
a real change of attitude has been questioned by a number of researchers 
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who suggest that it is in the nature of a veneer, or a 4°11*mo-specific 
response. However, substantial evidence on student groups other than 
teacer-trainees, suggest that the majority of all students experience 
en increase in liberal attitudes during their higher education, and 
that tticsa attitudes partist after college (jacoh, 19,7; L;anford, 1962; 
Feldman 1' 90). Further,,it has been shown that althou6k reversals are 
recorded after full time teaching, there is evidence that some soarer 
are still significantly higher than on entry to traininj,. Clearly 
more detailed enquiries into what inventory scores do in fact mesa is 
needed. 
Finally, a common weakness of the studies, commented upon earlier, 
is the -eneral lack of an adequate theoretieal basis upon which to 
conduct the investigations. British studies based on the Manchester 
scales are grounded upon research on social attitudes, and sample a 
wider area of attitudes relating to the teacher's role than those 
American studies VilariC the nal.. Rowever, even usinE; these scales the 
approach has been sore concerned with the recording of individual and 
Group attitude change rather than attempting to teat hypothehes and make 
interpretations based upon theoretical considerations arising from 
sociological literature. 
It is in,the sight of them, criticisms of previous research that 
this present investigation has been conducted. The next chapter considers 
certain literature relating to professional socialisation and outlines 
a framework for the study of the professional aocialisation process 
of student teachers. It shows that a more sopaistica d approach than 
hitherto adopted is necessary in future investigations. 
Chapter 3 
A THEORETICAL FRAMEWORK FOR THE STUDY OF THE PROFESSIONAL  
SOCIALISATION OF STUDENT-TEACHERS  
Following from the review of literature in Chapter 2, this 
chapter presents an approach to the study of professional socialisation 
together with the theoretical basis for this investigation. A 
tentative model for teacher socialisation upon which this research waa 
based is put forward, together with a description of the method for 
investigation of the process. rhe adequacy of the model, in the light 
of the findings of the research, is examined in Chapter 10. 
Merton (1957) defines socialisation as the learning of social 
roles: it is: 
"The process by which people selectively acquire the values 
and attitudes, the interests, skills and knowledge - in 
short, the culture - current in the groups to which they are, 
or seek to become, a member" (p.287). 
There is a large literature on socialisation (Goslin, 1969), but 
within it one can discern two strands of concern. First, tnat 
definitions of the process can give differential emphasis to the 
individual as the target or recipient of the process, or to the social  
context as the agency of socialisation. Second, socialisation can be 
characterised as an unconscious and unintended consequence of human 
interaction, or it can be seen to be explicit and intentional. It is 
suggested that much adult socialisation is of a relatively intentional 
nature (Brim and Wheeler, 1966) and that teacher socialisation in 
colleges of education is an example of this intentionality. however, 
it is certain that the socialisation outputs of colleges are a balance 
of intended and unintended outcomes, and is the result of interaction 
between the individual student and his social experiences. 
The acquisition of the culture of the teaching profession - its 
values, beliefs, assumptions about what are and are not appropriate 
ways of behaving (and there is evidence that it is no easy process 
to describe accurately these "common" values and beliefs, as they are 
subject to disagreement within the profession: Biddle, 1966; Musgrove 
and Taylor, 1965) - occurs in two distinct contexts during teacher 
training. These are the college-based experiences of the three 
year course, and the school based experiences of teaching practice. 
This study demonstrates that consideration of both social contexts 
are of vital importance in considering the process of professional 
socialisation. ditherto, as noted in Chapter 2, attention has 
concentrated on simple measures of attitude change on educational 
issues, without reference to the training course; and, in Britain, 
with no discussion of the differential effects of school practice 
periods as againet the experience of the rest of the college course. 
It is argued that both socialisation settings are of crucial 
importance in discussing the effects of the three-year course and any 
enquiry into professional socialisation must take account of both. 
The majority of empirical and theoretical work has been on child 
socialisation (as, for example, Brofenbrenner, 1958), but a growing 
literature is evidence of the increased interest in adult socialisation 
(Brim and Wheeler, 196). Studies of learning the roles of soldier 
(Stouffer, 1949; Lovell, 1964), doctor (Becker, 1961; Merton, 195?), 
Coast Guards (Dornabuch, 1954), nurse (Simpson, 196?) or even 
prostitute (Bryan, 1965), illustrate the complexity and variety of 
adult socialisation. here, not only have new values to be learned, 
but there is also the possibility of the need for unlearninç old 
norms and values, together with the possibility of playing conflicting 
roles or holding conflicting values. The army recruit, for instance, 
in learning the role of soldier has to "unlearn" many of the norms 
characterising civilians: he must give up autonomy he might previously 
71  0 . 
have enjoyed in the areas of dress, appearance (notably hair!) and 
expression. If he has previously accepted the value of egalitarian 
social interacion, he must now learn to accept the army norms 
defining subordinate - superordinate interaction as normal, appropriate 
and legitimate. 
Similarly, it is sumeested, the adult learning of such roles as 
wife, husband, parent, rehabilitated criminal, or even doctor, lawyer, 
prison-officer, or teacher, implies certain differences which are 
not always encountered in the socialisation of children. Not only 
may existing roles have to be unlearned by the adults, but also there 
can be a degree of voluntariness about adult socialisation which ie 
not usually present in childhood socialisation experiences. Much 
childhood socialisation is of a routine and relatively involuntary 
character (certainly the infant has no choice in the matter of his 
parents or their values) whereas the adult typically initiates the 
acts that lead to socialising, experiences. He is relatively more 
free - compared to the child - to end or escape from those socialisation 
experiences he finds intolerable or distasteful. The completely 
dissatisfied student-teacher can leave his college to look for a new 
profession; the child is much less free to leave his family or school 
to ffeid a different social context for his socialisation expeeiences. 
Moreover, the child, because of his position of reater dependence 
takes for granted the "normality" of his parents vishes and demands - 
even if he finds them uncongenial. the adult, particularly when 
undergoing higher education is more able to question such taken for 
granted assumptions. 
However, it is likely that entering student-teachers will already 
have a prediepositioe to accept many of the values which a college 
of education celebrates. Students, making their occupational choice 
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(Chapter 9) will be guided by their own cognitions concerning 
themselves: their assessment of their self concept in relation to 
what they see as a job concept. It is argued that because the entering 
students* cognitions, wants and interpersonal response traits 
(Rosenberg, 1957) have been factors in their selection of teaching as 
a career, the transition to college and the experience of college values 
will be far less dramatic and. will involve probably less traumatic 
demands for value change than those facing, for example, the conscript 
soldier. Further, the relation between individual personality, 
institutional expectations and role behaviour will be complex and 
reciprocal. Krech.(1962) argues that there is likely to be mutual 
shaping of both the personality of the individual and his occupational 
role beha.e_our. The college contribution to the professional 
socialisation of teachers can therefore be seen as a function of the 
personality of the student, her expectations, and role expectations 
of tutors, and the interaction arising from the courses and groupings 
of college. The power which the college possesses, and the sanctions 
which the student believes it can enforce to ensure conformity, 
together with her own initial dispositions which will accord a fairly 
high degree of legitimacy to college demands, will, it is predicted, 
ensure a movement towards college values. This, during the student's 
time in college at least, will generally ensure conformity to college 
expectations. 
Adult socialisation occurs within an organisational context, 
much of childhood socialisation within the context of the home. it 
should be noted that the adult's (often) voluntary submission to the 
socialisation procedures he undergoes in the organisation has about it 
something of the nature of a. contract or bargain. He anticipates 
receiving something in exchange from the organisation. In the case 
of the college of education student it is initial certification as a 
teacher and acquisition of the conpetences he feels this certification 
implies. Thus, he will accept the role definitions of the organisation 
in order to quality as a teacher. iris acceptance may be in the nature of 
moral commitment or calculative commitment (Etzioni, 1964), but 
whatever the nature of his compliance to the organisation, he generally 
plays the game according to the rules. In teacher education these 
"rules" allow for a. good deal of flexibility in behaviour. In 
sociological terms the neophyte submits to the socialisation of the 
institution in return for education, training and certification. 
It may therefore be argued that the "terms of exchange" between 
the student and the college are unequal, in that the college through 
its staffo holdsa powerful weapon in the ability to withhold 
certification from any candidate not considered "suitable". This 
power is, of course, subject to external moderating institutions. 
It is argued however that as such bodies are of approximately the same 
character as the college, they are unlikely to question seriously 
college judgments of 'students. Although strong disagreement can take 
place on the competence of individual students on school practice, 
consensus is a feature of most examners meetings. Similarly, in 
academic work, interaction of staff engaged in teaching and examining 
usually ensures agreement. 
Such pressure, together with the dement of voluntariness, make it 
very likely that the student will accept the norms of college as his 
own in order to obtain the short-term goal of certification. This 
acceptance may be at the level of "impression management" (Shipman, 1966), 
a superficial veneer which will be shed when the students' goals are 
achieved; but it does make it likely that during the period of college, 
the dominant institutional velues will receive public assent. Although 
there has been increasinEly serious questioning by students in higher 
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education over the past ten years, it is maintained that in initial 
teacher training such questioning rarely becomes substantive. A 
hard index of this is the relative quiet of colleges of education 
during the 19608; the frustrations and dissatisfactions of student 
teachers with their courses rarely issued in action. Certainly 
in the college studie‘ there was at no time a serious challenge of 
college values or authority. 
Wheeler (196) points out that when a person moves into a new 
in,erpersonal setting he faces the major problem of understanding the 
new situation and coming to terms with its demands. To develop a 
workable "definition of the situation" much of his orientation can 
be expected to come from what he learns about the setting itself. 
Wheeler suggests that the development of a meaningful definition can 
be aided by the extent to which others in the situation are also 
in his position. Thus, if he faces the new situation alone (individual 
status) it can be argued that his adaptation is likely to proceed 
differently from where he enters in the company of others (collective 
status). Becker (1964) has shown for example that much adult 
socialisation is organised so that a large number of persons are 
introduced to the new situation simultaneously: the group or class 
is the target of socialisation. This will facilitate the eavelopment 
of nroup or collective responses to the socialisation process and not 
only provides support for resistance to the socialisers but, more 
positively, means that recruits have much opportunity to learn from 
each other. Sykes (195) demonstrates the reality of this collective 
response and mutual support for resistance in a study of prison 
inmates. More recently, and of direct relevance to education, 
hargreaves (1967) shows that collective responses appear to be 
generated by formal organisation groupings, and that these groups can 
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successfully resist the socialising efforts of teachers. 
A second aspect of socialisation settings identified by 
Wheeler is whether the recruit has been preceded by others who have 
been through the same process and who are available to help him in 
learning the setting. Where such others are present, it may be 
described as a serial pattern of socialisation. This may be 
distinguilaeed from a disjunctive pattern of socialisation where 
recruits are not following in the footsteps of predecessors. Thus, 
a first child enters the family alone and throughout his period of 
dependence has no older sibling to take as a. guide to behaviour. 
This could partially account for the research findings which suggest 
only or oldest children tend to be more affected by the socialisation 
experience of the family than younger. On the ether hand, children 
typically enter a school in a group and have the example of groups 
of older children available to them. 
Using the two aspects, Wheeler generates the followin, typology 
of interpersonal socialisation settings: 
A Typology of Interpersonal Settings  
(after 7heeler, 1966) 
Social Context of Enterin: Members 
individual Collective 
Social 
Composition 
of 
other 
embers 
Disjunctive 
::Cype I Type II 
e.j;. Oldest Child 
in family; first 
occupant of newly 
created job 
Type III 
e.g. Summer Schools; 
Vacation Courses for 
teachers; group of 
visiting teachers in 
foreign country 
Type IV 
e.g. New occupant 
of job previously 
occupied by another 
person 
e.g. Schools; 	 Unive- 
reities; Colleges of 
Education 
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There is a certain arbitrariness in Wheeler's classifications, 
for example, in Type I there may be similar jobs in other institutions. 
Similarly, the number of recruits entering simultaneously may be more 
important than the simple dichotomy of individual versus collective 
entry. Nevertheless the typology is of value in locating the socialising 
setting for student-teachers and pointing to some possible consequences 
of collective entry and serial composition of other members. In the 
college studied not only are the students able to interact with 
others who have preceded them (the second and third years) to learn 
appropriate behaviours, but also the staff themselves, the socialising 
agents (not of course the sole agents), are similarly characterised 
by "seriality". As is shown in Chapter 5, the college staff tend to 
stay for long periods, thus ensuring stability in the norms and 
values and. practices to which the students are exposed. Type IV 
socialisation settings will be more stable than disjunctive patterns 
because norms and values have been established by previous (and 
existing) groups. It is argued that this socialisation setting will 
elicit collective responses to the experiences undergone and these 
responses will represent the character of the socialisation process 
from the student viewpoint. Becker's work with medical students is a 
good example of this identification of the group nature of student 
responses. 
Becker (1961) argues that the medical students he studied, 
subjected to a long period of socialisation, developed sets of 
perspectives as their course progressed. Troup perspectives (following 
Mead, 193P)) are co-ordinated views and plans of action peoLle follow 
in problematic situations. These perspectives develop as a result 
of the socialising experience itself, the group nature of the 
socializees, and their personal attributes. For the medical students, 
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academic activity was required of them in the form of numerous 
conflicting and often apparently illdefined requests from teaching 
staff. Becker argues that over tee period of the course they 
collectively held three perspectives which enabled them to cope with 
'the academic demands of the staff: the initial perspective; the 
provisional perspective and the final perspective. 
The initial perspective was developed in the first few weeks of 
the course and may ae summarised as follows: 
The Initial Perspective  
1. We want to learn everything, es we will need it when we ecome 
physicians. 
2. There is a tremendous amount to learn. 
3. We have to work very hard - that is, many hours. 
4. Ii our present hours of work Ere not enough for us to gee 
everything, we'll do whatever we can to increase them - 
but how.:' (Becker, 19A., p.94) 
IL the face of the impossibility cf the learning task however, the 
students give up their initial perapec_ive and develop what Becker 
calls the provisional perspective: 
The Provisional Perspective  
1. In spite of all our efforts, we cannot learn everything in the 
time available. 
2. We will work just as hard as ever, out now we will study in only 
the most effective and economical ways, and learn only the things 
that are important. 
3. Some students said: We will decide whether something, is important 
according to whether it is important in medical practice. 
Other students said: We will decide whether something is important 
accozdine to whether it is what the faculty wants us to know. 
(Becker, 1961, p.111) 
From the increased interaction in the sample studied in their 
freshman yea:, Becker argues that the freshmen are capable of 
resolving their disagreement about what criterion to use in deciding 
what to study. The cohesive, highly structured and socially homogenous 
nature of the leadine student groups leads Becker to sueeest that 
the students as a whole will adopt a "fraternity solution" to the 
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problem of overload of academic work which he designates the final 
perspective of "giving the faculty what it wants". 
The Final Perspective  
1. We select the important thins to study by finding out what the 
faculty wants us to know. This is the way to pass examinations 
and get through ncheol. 
2. We continue to study hard and in the most economical and 
efficient ways. 
3. We try to find out, in every way we can short of cheating, what 
questions will be on the examinations and how they should be 
answered and share this information with other members of the 
class. (Becker, 1961, p.163) 
In developing the final perspective, Becker argues that students 
found not only a solution to the overload problem that reduced strain 
and tension for the rest of the year, but also a co-operative way 
of behaving that drew the class ccgetiier in the effort to predict 
and fulfil tutorial demands. The level of student effort remained 
high. Most students felt that in directing their effort toward 
learning what the staff wanted they were also learning medicine, but 
they were not without resentment and a feeling that they had somehow 
been forced to give up the ideal of learning for themselves in order 
to pass the examinations. Becker makes the point that the combination 
of teaching and examining, function is a common feature of many 
institutions of higher education and that therefore this academic 
perspective or some variant of it will be a ubiquitous feaure of 
educational institutions. 
Leveral major criticisms of Becker's work must be noted. There 
is a. lack of attention to sub-groups among the medical student 
population he investigated. be fails to identify groups other than 
the leading eets, and whilst his work carries conviction the 
assumption of homogeneity for all students weakens his study. Further, 
his study is largely confined to the first year only of the course 
and there is neglect of the impact of the remainder of the course. 
he is also concerned largely with a student/work perspective, i.e. 
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the attitude of the student towards academic work. Uhilst he does 
help to clarify issues of identification and commitment, he does not 
approach them directly, and he omits a detailed study of role 
expectations as a doctor. His use of the notion of perspectives also 
requires examination, 
The concept of perspective is open to criticism on the rounds 
of its generality. It represents a. collection of perceptions and 
attitudes which are claimed to cha:acterise an individual's total view 
of his world or of a particular sector of that world in which he is 
involved. Thus, there can be some lack of precision in the uae of 
the concept unless care is used to define the sivation in which the 
perspective is applicable, and is in fact applied. Shibutani (1955) 
has provided an alternative definition to Mead's: 
"A perspective is an ordered view of one's world - what is 
taken for granted about the attributes of various objects, 
events, and human nature. It is an order of things 
remembered and expected as well as things actually perceived, 
an organised conception of what is plausible and what is 
possible; it constitutes the matrix through which one 
perceives the environment". (p.564) 
A further criticism is that writers who use the concept have 
failed to acknowledge the value-loading it possesses. The discussion 
of both Mead and Shibutani omits acknowledgement that perspectives 
define the desirable and undesirable for the individual. Mead does 
not sufficiently stress that "co-ordinated views and plans of action" 
are formulated with reference tc some value or oal; and Zhibutani: 
underplays the normative element which underlies this definition. 
Finally, it can be seen that different writers stress different 
aspects of the concept. It is argued that Mead's definition of a 
perspective picks out the particular and action component of human 
behaviour, whilst Shibutani's is moe concerned to describe the general 
and interpretative nature of perspectives. In spite of these criticisms 
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nonetheless it is accepted that individuals do operate in society 
according to a set of expectations about the environment derived 
from interaction. What is required is empirical demonstration of 
such matrices of thought operating in particular situations. Becker's 
contribution to the study of professional socialisation is to 
demonstrate that such perspectives exist and develop in response to 
the demands of a particular situation and that the collective social 
context of the entering students ensures that the perspectives are 
shaped and supported by group pressures and that they characterise the 
group itself. his use of perspective can be thought of as a linking 
concept between role and culture. 
JT'earinE in mind the criticisms made above, the concept of 
perspectives has been utilised in this study. With the interview 
salple in Chapter 9 an attempt has been made to discover those 
perspectives which guide and co-ordinate students* perceptions and 
action. It will be seen that the student teachers developed somewhat 
similar perspectives to Becker's medical students relating to academic 
work and practical teaching. It is suggested that this study, althouLh 
being of more limited scope than Becker's by nature of the size of 
the research resources, in one way carries his work further forward 
by investigating the stability of perspectives over the entire three 
year course, rather than concentrating upon the first year of 
professional socialisation. 
Discussion of the institutional setting of the socialisation 
process requires that ;he distinctive characteristics of the college 
are analysed, together with an interpretation of their effects upon 
students. 
	
its is undertaken in Chapter 	 which provides a detailed 
description of the College and its courses and attempts an analysis 
of its values. Chapter 3 provides a measure, along certain institutional 
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dimensions of the colleLe as perceived by the student body in the 
third year of their course. here, the ColleFe Characteristics Index 
of McLeish (1970), adapted from the work of Pace and Stern (1958) 
is used to measure aspects of the college climate. The interview 
sample is also used to obtain students' view of college character-
istics. Of particular interest in any socialisation settin;_, will be 
its social climate (Wheeler, 1966) the overall "feeling tone" of the 
setting. This is used to refer particularly to the affective 
gtality of student-staff relationships and to the nature of the 
student subculture. These factors will influence the nature of the 
mrt 
socialisation process ancqthe subject of investigatio. 
urning to socialisation processes which arise from the 
institutional setting and which will give rise to perspectives, Brim 
(1960) suggests that there are three intervenih processes which 
affect an individual's learning of social roles. :fhese are: 
a) the individual's awareness and knowledge of the norms 
and role demands being placed on him. 
b) his ability to deliver the required performances. 
c) his motivation to do so. 
'twin further be argued that socialisation outcomes are mediated 
through a parallel set of intervening processes within the socialising 
institution: 
a) the oranisation's capacity to pvovide clear and unambiguous 
norms for performance. 
b) its capacity to provide opportunities for learnilv and 
practising the required performances. 
c) its capacity to selectively reward the behaviour of its 
recruits. 
A consideration of these three processes reveal that clear and 
unambiguous norms will depend on the degree of consensus within the 
institution; the absence of contrary definitions of the norms which 
might be put forward by significant others (notably peers); and upon 
a minimal interactional time of socializes and socialisor. 'fhe 
institution's capacity to provide relevant learning situations 
depends partly on its capacity to provide appropriate courses and 
to assign the recruit to them; the amount of interaction time; 
and the extent of external support provided by the institution. 
Finally, the institution's capacity to selectively reward its 
recruits depends on its power to "place" him in an occupation at the 
one of training; in its power to provide status, prestige, cash 02 
other valued items in return for correct performance; in its ability 
to brim;; to bear sanctions to discourage undesirable behaviour; and 
on the quality of socialising agents brought into the organisation. 
Using Brim's discussion of processes, Wheeler (1966) suggests 
the following diagram illustrates a framework for analysis of 
socialisation in organisations: 
Intervening Mechanisms 
Organisational individunl 
independeni# 
variab es 
Norms 
Perform- 
ances 
Rewards, 
Sanctions, 
Motives 
Capacity to 
present clear 
norms 
Capacity to 
provide 
performance 
opportunities 
Capacity to 
selectively 
reward 
performance 
Capacity to 
learn norms 
Capacity to 
perform 
Motivation 
to perform 
+ciLlisation 
o 	 comes 
The independent variables are represented by individual 
oranisational characteristics (Age, sex, social class, etc., or year 
group, education group, main course, etc). Wheeler suggests that 
their impact on socialisation outcomes depends on some combination of 
organisational and individual mechanisms operatin on norms, performances 
and sanctions and rewards. The weakness of Yheeler's framework 
lies in his lack of elaboration of the nature of the interaction 
process and in particular the role of reference groups in settiag, 
judging and rewarding recruit behaviour. 
Such a framework can be usefully adapted for this study, but 
will concentrate rather more on organisaaional than individual factors 
since capacity to learn and capacity to perform are generally taken 
for granted in college recruits (with the possible exception of 
practical teaching). Thus, in the descripticn of the colleae, and 
with the interview sample, the college's norms, performance opportunities 
and rewarding capacities are explored, together with the students' 
responses. Further, the Role Definition Instrument was also used 
with students and staff in order to establish certain expectations 
for teacher role behaviour and the nature of their change throughout 
the course. 
The goals of the socialisation process cannot be neglected in 
any study of the professional preparation of teachers. Within a 
family setting goals are diffuse and not often consciously formulated 
except in specific verbal instructions to children, usually when 
they have transgressed an unwritten rule. In a college of education 
only very general goals are usually publicly specified, and the 
apparently straightforward primary task, "to prepare teachers", can 
aud does nave many interpretations. It might appear simple within an 
organisation to specify the knowledge, values, attitudes and skills 
which are the objectives of the socialisation process. A study of 
professional socialisation should attempt to uncover what are seen by 
students and staff as the desired outcomes of the three year course. 
Woof is demonstrated in this investigation is that no clear 
specification of outcomes ey the college is available, bu that the 
values implicit in the course can be fairly clearly identified. It 
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will be seen that it is in terms of values and attitudes that the 
college staff tend to evaluate socialisation outcomes, whereas students 
place more emphasis upon the acquisition of knowledge and skills as 
the more important objectives. 
in relation to the objectives of the socialisation process, 
1idwell (1962) has made an interesting distinction between what may 
be called role socialisation and status socialisation. The first 
refers to training and preparation for performance of specific tasks. 
In contrast, status socialisation denotes a broader pattern of trainin 
designed to prepare the recruit to occupy a generalised status in life 
uith its associated life styles. This distinction is of value in 
classifying certain types of socialisation and in pinpointing conflict 
which can arise from different views of the outcomes of the process. 
For example, training in typing can be seen as role socialisation where 
certain very specific skills must be acquired. Reading for a degree 
of a liberal arts type would appear to characterise status socialisation. 
Certainly, the traditional view of university education can be interpreted 
in this way (halsey, 1961). 
In the initial training of teachers it seems clear that these two 
views of socialisation are complementary. however, current debate 
centres around whether initial training should not be more characterised 
by role socialisation in accordance, for example, with the 
recommendations of the James Report (Department of Education and 
Science, 1972). Certainly, both views of the objectives of the 
socialisation process are present in colleges of education. A study 
of professional socialisation should probe the extent and weighting of 
such views among college groupings. 
An investigation of these two types of socialisation was 
undertaken with the interview sample of students and with staff. 
Differences between the two groups emerged. Students strongly 
favoured role socialisation and viewed many of the college procadures 
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instrumentally, applying to them the test of practicality: whether 
or not they would directly help with classroom practice. Staff were 
more concerned with status socialisation, seeing the colleac course 
as producing teachers with certain attitudes rather than possessing 
very specific skills or expertise. The tension that these differing 
expectations for socialisation outcomes generated was resolved by 
students developing certain perspectives which enabledathem o operate 
effectively (Chapter 9). 
A discussion of role and status socialisation is closely linked 
with consideration of the notion of anticipatory socialisation, It 
could be argued that the three years the students spend in a. college 
of education can be regarded as a period of "anticipatory socialisation". 
As students they are not yet full members of the profession but must 
imagine or anticipate what it will be like to be a teacher. Thus, 
they "role-play" their expectations, trying out, in discussion groups 
in college and in classrooms on school practice, their expectations 
for teacher behaviour. They are to some extent self-socialisers, 
basin; their actions on their assumptions and information about the 
role. The feed-back they obtain from their tutors or otbe students 
in college, or from heads, children and teachers on school practice, 
enable them to modify their expectations and behaviour such east it 
becomes appropriate and acceptable in the socialisation context of 
college. 
It is felt more appropriate aowever to use the notion of 
anticipatory socialisation as characterising the pre-college experience; 
students can be seen as entering college with particular conceptions 
of the role of the teacher. These expectations will defend on their 
experiences before college: the role-models to whom: they ave been 
exposed and who have significantly influenced them, the 1c.z.th of time 
they have considered themselves as future teachers (thus, presumably, 
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hein more cued to take note of alternative behaviours, imagining 
what it will be like to play the role), and so on. The time spent 
in college is thus more properly a period of socialisation rather 
than aniticipatory socialisation, for although the student is still 
not yet a fully accepted member, nonetheless he has clearly entered 
it as a neophyte and is on the first formal rung of the ladder to 
experience of 
full membership. thus, in this study, the/college will be regarded 
as part of the socialisation procedure pro,Jer, rather than as 
anticipatory socialisation. 
Nevertheless, there is no doubt that much "trying out of roles 
does take place during training, and is seen as a legitimate activity. 
Further, it is becoming much more accepted (Department of .Lducation 
and Science, 1972; Stones and Morris, 1972) that this "tryih6-out" 
period should extend. beyond the college course. The new entrant to 
teaching should be regarded as still having much to learn rather than 
as fully qualified. This clearly raises the issue of the nature of 
socialisation output: how complete the socialisation process of 
college may be regarded. American research on medical students 
illuminates this problem. 
Two studies of medical students, Merton (1952) and seeker (1961), 
whica are probably also the two best known studies of professional 
socialisation, reveal conflicting interpretations of tile process they 
investigate. A. paper in Merton by huntingdon (1957) deals with the 
way in which the student acquires a conception of himself as a 
physician - his professional self concept. Huntingdon observes that 
the training course is in fact marked by an increasing tendency to 
think of oneself as a physician and a decreasing tendency to think of 
oneself as a student. This change is attributed to training, 
interaction with faculty, peers, nurses and patients. This last 
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cateeory was of great importance, for as the patients increasingly 
defined the student as doctor and relied on him for advice, so the 
student began to act and feel like a doctor. 
Thus, Huntingdon's (and Merton's) study characterises 
professional socialisation as a steady, incremental process. The 
neophyte moves from student, through junior colleague, to fully 
fledged professional. There in a gradual acquisition of ti'. () 
knowledge, skills, values and attitudes he will need when h leaves 
medical school and practices in his own right. In contrast, Leckerte 
study conceptualises the students regarding themselves as students 
throughout their course, because of the system in which tIne:: are 
involved. 'They are denied responsibility, even though they may 
"-lay at doctors". Not until they have graduated and are licensed 
will they be able to act as doctors. 
bloom (1965) in a review of research on medical students suggests 
that there is a conflicting interpretation of the status of the 
student within the medical school community. Becker's interpretation 
is that he is a "student", of questionable competence, con'.inually on 
trial, subordinate to the faculty, and continuously ev..i)j(ld to 
examinations. Merton's suggestion is that he is seen ee a "junior 
colleague", steadily acquiring the skills and competencea o.2 the 
physician, and on more equal terms with the faculty. Thus, the two 
studies interpret the process of professional socialisation c either 
one of radical transformation of the novice into professional at the 
point of exit from studentship (Becker), or as a gradual evolution 
of ;,unior colleague into professional (Merton). This same prollem 
of interpretation of the process can be applied to student teachers, 
and similar differences in visualising the process of the three year 
training period are observed among the students, tutors and teachers 
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in school. It can be posited that the "system" carries a different 
message from what is often professed by the tutors. The latter claim 
to hold a junior colleague view, but it can be argued that tIle 
assessment and teaching practice procedures continually reinforce the 
status of student as student. 
Two other issues identified by Bloom relate to the effect of 
medical school on the attitudes assumed to be reletrant to the 
performance of the role, and to the relationship between the profession 
and the school itself. Becker's work posits a cycle of attitudes going 
from idealism to cynicism ("learn what the faculty wants you to learn") 
to a more informed idealism. The apparent cynicism argues Becker, 
is in fact a group response to the burden of demands for academic 
work. It has been indicated in the final perspective mentioned earlier. 
however, as the medical student approaches the point of leaving to 
enter the profession, Becker suggests that a more knowledr-eablS 
idealism emerges which modifies the apparent cynicism. :,ierton's work 
on the other hand sees the effects of medical school as far less 
dramatic and more cumulative, resulting in.a more gradual social and 
professional maturation. A;ain, this problem is relevant to a study 
of teacher socialisation. It may be approached through an investigation 
of students' perspectives on the course and identification of reference 
groups. 
As is seen in Chapter 9, the experience of school practice appears 
to be crucial in the development of attitudes involved in performance 
of the role. The perspective which develops in relation to strength 
of commitment towards teaching as a career appears to be somewhat 
similar to Becker's findings, with idealism giving way to less 
certainty and more tough minded attitudes towards the classroom situation 
and this in turn becoming tempered to some extent by further experienca. 
On the other hand, the findings from the administration of the Role 
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Definition Instrument can be interpreted as a move, early in 
the course, to a more idealistic attitude towards teachin7 and the 
maintenance of this ettitude throughout the course. Whet Bloom does 
not make clear is the distinction between the student's attitudes 
towards his role as student and his conception of his role ns doctor. 
There is an assumption that the two are necessarily the same. 
Certainly there will probably be a high degree of interdepeneence, 
but it is not evident from Bloom that students' attitudes to their 
present course need not necessarily be identical with their attitudes 
as future teachers. The evidence of this study is that such s:1101ilarity 
cannot be assumed and required further investigation. 
Bloom's third issue relates to the question of the completeness 
of the training provided by the medical school. One view sees the 
training school as providing a set of minimum competences which will 
be built upon and developed after exit from training and trough 
membership and involvement in the profession. The opposing view sees 
the school as providing a much more complete training, such that the 
student enters the profession "fully trained". These two views have 
traditionally formed a focus for disagreement among teachers about 
the function of the College of :education. What is clear fro:: this 
study is that college tutors clearly reject the "fully trained" view-
point, but are divided on what constitutes a set of "minimum competencee" 
for teaching. Students on the other hand tend to hold two inconsistent 
positions - wishing to emerge "fully trained", ready to cope with all 
emergencies, and at the same time acknowledging that such an outcome 
is not possible. Nonetheless it appears that students define the set 
of "minimum competences" much more broadly and deeply than college staff. 
Bloom's identification of the three issues of status, role 
performance attitudes and completeness of training have helped in part 
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to structure the investigation of perspectives. Sarly in the planning 
it was decided to probe, through the interview protocol, the 
sttitudes towards college work, college preparation for teaching, 
and commitment to teaching. Bloom neglects discussion of the 
influence of reference groups in the socialisation process but 
birq_son (1967) shows something of their importance in the sequence 
of socialisation. From her study of student nurses, bimpson 
nypothesised three phases in the professional socialisation process: 
1. The first phase, during which the person shifts his 
attention from the broad, societally derived goals 
of proficiency in certain work tasks. 
2. In the second phase, certain significant others in 
the work milieu become the person's main reference 
group. 
3. In the third phase he internalises the values of 
the occupational group and adopts the prescribed 
behaviours. 
There is, in Simpson's formulations a suggestion of socializes 
as passive recipient of values, taking little or no active part in 
the process. The main value of her hypothesis that it emphasises 
the importance of significant others. Although these phases of 
Simpson can overlap she argues that "in general they constitute a 
sequence". 
Simpson's investigation suggested that her student nurses were 
motivated on entry by a generalised desire to serve and help suffering 
people. They then, in response to the demands of trainins, shifted 
their orientation towards mastering the skills required. The next 
socialisation stage was when, in the clinical period of training , 
their orientation towards patients shifted towards identifying their 
co-workers - doctors and nurses - as significant others. Thus, argues 
Simpson, they become more sensitive to how nurses and doctors reacted 
to them than to the reactions of patients. This is interpreted as a 
move towards acceptance of professional norms - judgment of one's 
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professional peers.- rather than a judgment of competence in terms 
of idiosyncratic likes or dislikes of patients of the studeet-nurse 
herself. There is clearly here some clash with huntinedon'e (1957) 
findings who found patients of much sienificance in helpiee student. 
doctors to define themselves as physicians. What is required in 
studied of professional socialisation is the relative weiehting of 
different reference groups. In teacher traiaine these are likely to 
have differential impacts depending upon the situation. 
eimpzon's third phase constituted internalieation of professional 
norms and values - an extension and intensification of the second 
phase. For Simpson the process of professional socialisation is 
complete when professional values are fully internalised. ene study 
of neyer (1960) appears to support simpson's findings as nursing 
students shifted, during their training course, from a "mieietering 
angel" role (orientated towards a one-to-one relationship with 
patients) to a preference for work with a team of colleagues. Again, 
colleagues became the major reference group for the student nurses 
and early idealism was much modified by the interaction experienced. 
eeference groups and role models are thus highly influential in the 
socialisation process and form one of the foci of this investigation. 
The nature of such reference groups are discussed below in regard 
to the strategy of the enquiry. 
eimpson's hypothesised sequence finds some support from this 
study of student teachers, particularly the first two stages: a 
shift from broad owls to specific easkz and identification with 
certain reference groups in the profession. Thus, the generalised 
desire "to work wite children" becomes much more specifically defined 
as students experieece certain types of interaction with certain 
groups of children (a finding confirmed by the investigation of hason 
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and Croll, 1971). FArther, the enquiry records the selection of 
teachers as a reference group towards whom expectations for classroom 
behaviour is oriented. It is suggested that the two stages are much 
more contemporaneous than Simpson allows and that the two interact 
to affect each other. 
In relation to Simpson's third stage, it is very difficult to 
analyse how far the values of the occupational rour have been 
internalised, but the investigation suggests that this does seem 
to take place to some extent. Certainly it was possible to observe 
certain prescribed behaviours exhibited by students in college and 
classroom. What Simpson oversimplifies is the extent of agreement 
on values within an occupational group, and she shows little 
awareness of the existence of a set of reference groups which can, for 
the individual, result in different behaviour in different settings 
or with different audiences. Student teachers are conscious of 
often conflicting expectations from tutors and teachers. '..aat this 
study shows is that the students develop perspectives which ensure 
situationally appropriate behaviour. 
the suggested stages of Simpson, and Bloom's discussion of 
attitudes deemed relevant to role performance appear to imply a 
development of commitment to the chosen profession. Neither writer, 
however, makes direct use of this concept, but any discussion of 
professional socialisation should include an examination of the nature 
of the socializee's changing commitment as a probable consequence 
of the process. the implication of Simpson's hypothesis is that 
commitment to the profession deepens as a result of socialisation 
experiences as values are internalised. Davis, Olesen and Tnittaker 
(1966) report no increase in commitment to nursing as a 	 terra 
career as one of the outcomes of a three year period of training. 
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Davis et. el. appear surprised and a little disappointed by their 
findings. In spite of "numerous efforts" by faculty to change the 
orientation of entering students (which was towards the "traditional 
female role" involving marriere, childrearing and home-making), the 
students at the end of their course were no more likely to aspire to 
leadership roles in the nursing profession than enterilv students. 
Davis' concept of commitment is a limited one, but the study of 
professional socialisation requires an examination of such feelings 
of obligation to the career. 
Aspiring to leadership roles would appear to be one index of 
commitment, but it cannot be taken as the only criterion. The major 
difficulty in studies of student commitment is that they measure 
only expressed strength of feelin, and not (with the exception of those 
students who vote with their feet) how that commitment issues in action. 
Kornhauser (1962) sees commitment as being unavailable for alternative 
lines of action and points out that it entails more than menely 
voicing a choice. he stresses that over and above the expression of 
commitment is the additional element "the "force of circumstances" to 
which one becomes exposed by virtue of pursuing a. course of action" 
(p.322). This action element is held to be an additional vital 
component to the concept of commitment, but in this and other student 
studies the only measure of action which can be taken is completion of 
the course. Thus, this investigation must necessarily use students' 
expression of feeling of commitment as its measure. 
Internalisation of values would indicate commitment but this 
again is exceptionally difficult to measure. Kornha user points out 
that we may feel committed but not be committed. It is only when one 
tries to break commitment, he argues, that appreciation of what it 
involves is revealed; then the consequences of that involvement are 
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revealed. A hard index of commitment to teaching might be renarded 
as the number of years a student spends in school after qualifying. 
Such an index however takes no account of motive, and consideration of 
reasons for acting is a necessary procedure. As noted earlier, 
Etzioni (1964) for example, suggests th-t commitment may comprise a 
ranne of feeling from alienative through calculative to moral 
involvement. Similarly Shipman's (1966) suggestion of "impression 
management" implies that student teachers' expressed commitment cannot 
be taken at face value. 
Thus, although it seems clear that students are willing to rive 
up other activities to become teachers (Kornhauser's beinn "unavailable 
for other courses of action") it is necessary to probe the nature of 
student commitment and to attempt to establish not only their reasons 
for entering teaching but the changing nature of their desire to 
teach as the course proresses. Chapter 9 reports this limited 
investigation, especially the various meanings students attached to 
being "committed to teaching". Measures taken with the longitudinal 
cohort show a decline in expressed strength of commitment. Interviews 
throughout the three years interpret this change as a move towards 
greater realism and as a reflection of the social climate of both the 
student body and of society itself. It is suggested that tnn nature 
of the change, from broad ill—defined idealism to focussing upon 
certain pedagogic skills and colleague approval never becomes fully 
articulated by students as commitment to a profession. 
The general framework of this study is derived from a consideration 
of both symbolic interaction theory and structural functionalist 
analysis. :11,2 writings on Cooley (1956) and Mead (1934) are the 
background to the former; and the work of Parsons (1951) to the latter 
approach. 
Structural functionalism has been used powerfully by Myth (1963) 
in his study of Lnglish primary education. In the present study 
a much narrower focus is employed to identify structural and cultural 
phenomena within the college and to examine their effects upon 
students. 'aus, although issues of social cohesion and control, 
and social change are raised and examined, these are not subjects of 
major attention in this investigation of professional socialisation. 
They require much more detailed study in other researches. fhe concept 
of role is of course common to both schools of sociological thought, 
with functionalists seeing it as the major mechanism for maintaining 
consensus and stability in the social system or within a particular 
institution. 
Ihe drawback of functionalism is in its assumptions of equiliLrium 
and consensus, it allocation of a. comparatively passive part in role-
taking to the individual, and in its macro-social approach. 
it has value in suggesting areas and processes for investigation, its 
contribution can only be partial in any study of socialiaation (which, 
by its nature requires an interdisciplinary approach). In a sociological 
framework for investigation however additional perspectives are 
needed. Phenomenological approaches might be used Chimer et al, 1972; 
Younc, 1970); or conflict theory explanations employed (Waller, 1932; 
Coser, 1956). Whilst it is recognised that both these alternatives 
would yield fresh insights (indeed, could be used to produce different 
and substantial analyses of the professioaal socialisation process in 
e college of education), nonetheless it is felt more appropriate to 
combine with the traditional functionalist thesis, tie approach of 
the symbolic interactionists. 
symbolic Interaction theory emphasises the understanding of 
human behaviour as the outcome of the way in which individuals take 
account (usually through the mechanism of role-playing) the expectations 
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of others in the social environment. It has formed the basis of 
the empirical work of Eecker (1961). The expectations of others are 
continually taken into account by the individual, leading to a modifi-
cation of behaviour and the development of self concepts. This self 
concept will be, according to Mead, a reflection of the conception of 
him held by others. Thus, students during their three years in 
college, will acquire, through formal and informal contacts with 
tutors, teachers and other students, a eood deal of learning about 
norms, values, expectations, role-prescriptions held by others. This 
learning will lead them to adjust their behaviour or attitudes (or 
both) in accordance with this information, with other feedback 
obtained as the result of these modifications. The process is thus 
an ongoing one, with the college representing to the student, formally 
and informally, certain approved values and norms, and the student 
eodifying her initial expectation toward these perceived expectations, 
and further adjusting as she receives further reactions from college 
and schools. The process may be represented as a development of 
role expectations and can be shown diagramstically as on_the following 
page. 
This is an oversimplification of the process. It is in danger 
of being regarded as linear development towards clearly defined goals, 
representing a consciously planned and understood process on the port 
of all participants in the system. This is certainly not what is 
plied. The value of such a model is that it enables research to 
focus upon certain elements of the system for investigation 	 Thus, 
what needs to be known is the nature of students' initial expectations*  
the nature of the interaction process, the expectations of ::embers 
of the students' role-set and the changes in role expectations throughout 
the course. 
interaction with: 
Expectations of others 
- tutors 
- peers 
- teachers 
- children 
Terms 
Students' revised expectations 
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Entry  Students' initial expectationsi 
interaction with: 
1 
Students revised expectations] 
to teaching 
Students' behaviour 
continually 
rodified by 
interaction with 
others 
adopted 
and nodified 
relation to 
actions and 
expectaidons of 
sirnificant others 
Tern. Expectations of others 
- tutors 
- peers 
The contribution of symbolic interaction theory in relation to 
professional socialisation is that the development of the individual's 
self-concept and of role expectation are the outcomes of inteaction 
with siEnificant others (tutors, teachers, other students, children) 
in the social context of the college course. A study of professional 
socialisation should therefore, in addition to establishin such 
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changes as do take place, attempt to establish the nature and 
contribution of reference groups to those changes. To measure changes 
in role conception the RDI was applied and interviews hold regularly 
throughout the course. Further, the interviews systematically 
investigated the students' perceptions of groups which hcd contributed 
to their understanding and performance of the teacher's role. 
The concepts of membership and reference group are essential to 
such an enquiry. Membership group simply refers to those groups of 
which an individual is a member. Thus, during her period of training 
the student belongs to a year group, an education group, a hostel 
group, and other formally constituted groups, together with friendship 
groups within the informal student culture or rather more formalised 
groups of student-run clubs or societies. She will also of course 
belong to groups outside college. 
A reference group is any group which an individual compares 
himself; he will relate his attitudes to such a group. They constitute 
a group of "significant others" for the individual. Kelley (1952) 
has suggested an important distinction between two major functions 
which a reference group may perform. A normative function sug-e•ts 
1*.at the reference group sets and enforces standards or no_cLo for 
behaviour (the "setting" may of course be solely i:i the individual's 
mind). A comparison function may be served by a reference group where 
the person evaluates himself and others by the standards of the group. 
Thus, say, "classroom teachers" could form a reference group for 
students where one of the perceived standards is "good control 
	
pupils", 
which the student attempts to emulate - possibly by carect 
of a teacher she encounters on a school practice. 
Shibutani (1962) is critical of the term reference group when 
used to denote "a group with which a person compares his fate". 
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rejects the value of the "comparison function" of the reference,;coup 
on the grounds that any group may suffice and thus the comparison loses 
force. Shibutani argues that it is important to recognise that a 
soup which serves as a point of comparison is quite different from 
a croup whose culture constitutes one's point of view. This, for 
Shibutani, seems to confine the meaning of reference groups to its 
normative function: it is that group "whose presumed perspective is 
used by an actor as the frame of reference in the organisation of his 
perceptual field" (Shibutani, 1962, p.132). Thus, for the actor a 
reference group is an audience (a small handful of people with whom 
he is in sustained contact, or some broad category - social class, 
a profession, an ethnic group - or even an individual) to whom certain 
values are imputed and before whom the individual attempts to maintain 
or enhance his standing. In this study* however* it is felt that 
Kelley's normative and comparative functions do have force if a. 
continuum o:' positive or negative orientation is used in relation to 
reference Groups. 
Reference Groups, as out-groups which are used to orient behaviour, 
can be seen as having two differently charged value directions. They 
are positive if they are seen as embodying norms, values and life-
styles which are desirable, coveted or envied. Negative reference 
groups have the opposite characteristics: they embody norms* values 
and life-styles which are to be avoided. These two conceptions liave 
been used by Hargreaves (196?) in his siAldy of social relationships 
among fourth year pupils in a secondary modern school. I'he A and D 
forms existed for each other as negative reference groups, whilst for 
the A strew] teachers constituted a positive reference croup. 
1evertheless Shibutanile suggestion that such groups are those whose 
perspectives constitute the frame of reference of the individual is a 
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valuable one. Frames of reference are perspectives assumed by 
persons in structuring the way in which they perceive and interact 
with the world Prornd them. They arise, it is suggested, from the 
interaction process and from what the individual brings to it. 
These uses of the concept of reference group will be used in 
this study of teacher socialisation. It can be argued, for example, 
that the "teaching profession" forms the positive reference group 
of all student teachers, but, as will become clear in the discussion 
of evidence from the interview sample, students possess frames of ref— 
erence which are different from those apparently held by certain 
groups (particularly college tutors) of Cne profession. Classroom 
teachers as a group become positive reference groups for students 
whilst, in some areas of behaviour, tutors can be seen es a negative 
reference Lroup. Further, whilst teachers as a whole could ',)e held 
to constitute a normative reference group, tutors, class teachers and 
peers could be seen as comparative reference groups against which the 
student may compare himself in arriving at a judgment of his development 
as a member of the profession or the extent to which he has mastered 
its technical requirements. 
Thus, professional socialisation results in the person who has 
been throuh the process taking as his own the perspectives of certain 
reference groups for a wide range of behaviour. As will be seen, 
however, the effect of college is incomplete socialisatior, only, 
partly because of the differing prescriptions of groups comprising 
the profession. Further, the conflicting expectations of different 
role models among and between tutors, peers and teachers make it 
difficult to derive measures to assess the "effectiveness" of 
professional socialisation. It would certainly be unwise to accept 
he evidence of paper and pencil tests only as showing the degree to 
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which students have understood and accepted the role prescriptions 
of their tutors. What can, however, be attempted is an anal;, :pis of 
the process using certain concepts discussed in this cLrpter and 
employin a. variety of methods of enquiry. 
To bring more focus into the analysis a model may be constructed 
of the process as an input—output system with some specification of 
the structural elements and cultural processes which contribute to 
he process of professional socialisation. :-fere, symbolic interaction 
theory and structural functionalism can be combined such 
structures and culture within the college can be examined. 
Model for the analysis of professional socialisation 
of student teachers  
AnALaiolaw Socialisation Input  
(expectations conditioned by certain biographical 
and personality variables: aL:e, social class, 
teacning experience, reli5ion, attitudes, reasons 
for teachin,.;% etc.) 
ICollee ;;;4aialisationl 
I  
I SayIntAona send Rewapis: Uorris qnd_V lied 
Collee Formal  
.tructure  
(Main Course, 
.education Group, 
Day/Resident eta) 
     
I. .formal  
Structure 
Peer C',11ture 
Peer Influence 
     
  
zlaprience 
(Pla 	 , 
Length, 
7ualit
i 
l el,c)  
      
      
2eference you• and 
Development of Perspectives 
fi:ole xpectations 
Work — attitudes to college/ 
school requirements 
1 Commitment and Identification 
riews of the sock..'. 	 . .en roceo4:: 
6ocialication Outputs  
o 	 teachin..  
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Marsland (1970) adumbrates a model for the study of teacher 
socialisation which is somewhat similar to, but less specific than the 
model used in this investigation. He rightly states that: 
"Sources of influence on attitude change and specifically 
on student's conceptions of the teachers role are 
manifestly complex and multifarious". (p.52) 
Marsland identifies the following independent variables in his 
analysis, and suggests that identification of the mode of systematic 
patterning of these variables in the structure and culture of the 
social system of the college is a primary goal in sociological 
ana,_ lysis:- 
(a) Demographic variables - age, sex, social class, etc. 
(b) Personality variables - authoritarianism, extraversion, etc. 
(c) Attitudinal variables - indices of attitudes toward and 
interest in the several components of the social system of 
teacher education. 
(d) Interactional variables - indices of participation in the 
social system. 
(e) Dynamic variables - set of variables peculiarly relevant to 
professional socialisation and combining components of (c) 
and (d). 
(f) Structural variables - indices of structural location in 
the social system of teacher education. These should include 
consideration of both formal and informal structuring. 
The linkages between the components of the model are suggested 
in the diagram on the following page. The model must be treated with 
caution as the use of strong and weak links, represented as 
"explanatory powers" between the variables are based on intuition 
rather than evidence. Further, his use of dynamic intervening variables 
is not at all clear, for these are given as identity crystallisation, 
professional identity and role model identification, which can be 
viewed as outcomes of the socialisation process. 
The complexity of such variables makes such empirical treatment 
as Marsland gives them (students' ticked responses to a singe question 
for each variable) highly questionable. These three features of 
professional socialisation certainly require investigation, but such 
investigation must include a deeper probing than Marsland's, including, 
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for example, interviews with individual students. Marsland's study 
is notable for its theoretical sophistication, but relies far too 
heavily on analysis of questionnaires administered at the start and 
end of the course. Such methods cannot catch the quality of the 
variables studied. 
aowever, the value of the model is in terms of how it helps 
understanding of the social processes involved and Earslandss 
abstractions do provide a framework for analysis. Thus, if it were 
applied to this investigation, the following variables were studied:- 
(a) Demographic Variables 
Age 
Social Class 
Academic achievement 
Previous teaching experience 
School leaving age 
Religion 
Pre-College employment 
Type of secondary school attended 
Number of unsuccessful interviews 
(b) Personality Variables 
Extraversion/Introversion 
Neuroticism/Stability 
(c) Attitudinal Variables 
Enjoyment of college 
Value of college course 
(d) Interactional Variables 
Contact with staff 
Contact with peers 
Contact with teachers and children 
Perception of significant experiences in course 
Perception of tutor attitudes 
(e) Dynamic Variables 
Perception of change 
Perception of impact of college 
Identity crystallisation 
Significant experiences 
Significant role models 
Professional identity 
Professional commitment 
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(f) Structural Variables 
Year of Course 
education Age Range 
Main Course of Study 
Resident or Day Student 
hall of Residence 
eAucation Uroup 
Such a structuring reveals a significant omission from Marsland's 
model for a study of socialisation; the lack of any specification of 
attitudinal inputs, particularly those relating to education. To 
suggest further that attitudinal variaoles, dynamic intervening 
variables and, to some extent, interaceional variables can be regarded 
as independent, seems clearly to be distorting the use of the term. 
It implies that a model derived from the natural sciences can be 
applied rigidly to the study of socialisaticn and bears all the 
weaknesses of the extreme functionalist posit.ien. The -nature of the 
interaction process itself suggests 'hat attitudes and other 
outcomes cannot be regarded as independent of alien a process. however, 
the real weakness of Marsland's investigatien as noted ir Chapter 2, 
is the disparity in sophistication between conceptual structure and 
research method. 
Strategy for the Investigation  
Using the theoretical framework outlined above the strategy 
to be adopted for the investigation was determined. This would combine 
a variety of methods to investigate the nature of changes in students' 
role expectations and the relation between institutional and personal 
variables which may be responsible for that change. Accordingly, a 
Role Definition Instrument was devised to measure change in attitude 
to aspects of the teacher's role; an irterview sample was selected and 
schedules devised for use in interviews to assess the nature of the 
socialisation process. An examination of selection procedures would, 
it is suggested, reveal implicit values which would be of consequence 
for role learning. Using a measure of college environment, an effort 
was made to assess the "climate" of college on a number of Cimensions. 
Within this strategy, variables thought crucial to the socialisation 
process would be both the basis for, and subject of, analysis. The 
impact of school practl.ce was considered of high importance in the 
process of profess:tor:1:1 socialisation. Accordingly, an investigation 
of this was made 'Arhick included an attempt to relate of served classroom 
practice to expressed attitudes. 
The dynamic nature of the socialisation process would be 
acknowledged in this investigation by the use of a longitudinal 
sample, by the administrEtion not only of an initial and terminal 
battery of tests, but also by the administration of the Role 
Definition Instrument at certain key points, during the course; and 
by the frequent ooservatior recording and interviewing which would 
take place over the three year period. 
There is no doubt that the objectivity of the study can be 
questioned on the Grounds of the participant observer role played by 
the investigator (Goode and Eatt, 1952, p.120-123). However, the 
investigator feels he is aware of the nature of the pitfalls of this 
particular aspect of the study and acknowledges that a. multi-disciplinary 
team, working with a much wider variety of techniciues and skills 
inevitably denied to the single hard pressed researcher would make for 
a more effective examination of the impact of college. The studies of 
Chickering (1970) are ample evidence for the validity of this point. 
Nonetheless it is argued that a certain richness is given to this 
study by virtue of tt4e investigator's close involvement in the 
socialisation prodass itself as a member of the College staff. The 
detachment necessary to ensure the validity of the study is, it is 
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further argued, ensured both by the investigator's awareness for 
such distancing and by his knowledge and understanding of the 
rlethodology of the social sciences and his study of the process of 
professional socialisation. The merit of this claim can only be 
assessed by consideration of this study as a whole. 
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Chapter 4 
THE CONSTRUCTION OF THE ROLE DEFINITION INSTRUMENT 
Theoretical rationales for questionnaires used in most British 
and American studies of teacher socialisation are noticeable by 
their absence. Exceptions occur when the MTAI (Cook, Leeds and 
Callis, 1951) or Manchester Scales of Opinions about Education 
(Oliver and Butcher, 1962) are used; these two instruments have been 
reviewed above (Chapter 2). In other cases, ad hoc instruments are 
devised to investigate particular aspects of the teacher's role 
(Shipman, 1966; Kissack, 1956; Evans, 1952; Steele, 1958). These 
consist:W a number of statements collected by the researcher which 
bear on those aspects of interest to him (corporal punishment, the 
junior school, attitudes towards teaching as a career etc.). Cohen 
(1965) has used a Role Definition Instrument based on a psychological 
view of the role set out in Fleming (1953), but a far more theore—
tically sophisticated study is that undertaken by Kitchen (1965) using 
the semantic differential technique (Osgood, 1957). 
The Role Definition Instrument used in this research has its 
roots in certain areas of teacher behaviour arising from a consider—
ation of the instrumental and expressive components of the culture 
transmitted through the educational system (Bernstein, 1966o.and 1966b). 
These are referred to as the instrumental order and expressive order 
of the school, and this dichotomisation of the culture of the school 
is used as one basis for the analysis of the nature of the teacher's 
role in the present study. 
The Instrumental/Expressive dichotomy  
Education can be thought of as a cultural transmission,and the 
role of the teacher that of agent for this process. The school forms 
part of one of the four major socialisation systems controlling the 
transmission of culture: the family, the education system, the 
world of work, and the age-group. 
A major part of the role of the teacher is concerned with 
socialisation and instruction (Hoyle, 1969); processes which are in 
turn dependent upon two larger social phenomena: the central value 
system and the division of labour. It is in a consideration of 
these two aspects of the role that we may conceptualise that content 
of the culture transmitted by the school (or, to put it another way, 
the culture of the school itself, since education is both an 
institution for transmitting culture and a part of that culture) 
as consisting of two components or orders: 
The Instrumental Order  
"Those activities, procedures and judgments involved 
in the acquisitions of specific skills, especially those 
which are vocationally important". (Bernstein , 1966a) 
Thus the Instrumental Order controls the transmission of skills 
and their attendant sensitivities. 
The Expressive Order  
"Those activities, procedures and judgments involved 
in the transmissions of values and their derived norms". 
(Bernstein, 1966a) 
Thus, the Expressive Order controls the transmission of belief 
and moral order systems. 
These two orders of the school can be thought of as a structure 
of social relationships through which skills or beliefs are 
transmitted. There is clearly much interrelationship between the 
two orders such that classroom interaction can rarely be analysed as 
"pure" forms of the instrumental or expressive. Thus, sixth formers 
learning differential calculus can be seen to be simultaneously 
subscribing to "good behaviour" norms necessary to the learning 
process; and infants listening to a bible story are acquiring "facts". 
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however, in spite of such considerable overlapping, further 
justification for the dichotomy can be made in terms of legitimation, 
performance evaluation criteria, involvement and social relationships. 
First, the orders are legitimised by different sources. That 
is, the justification for the content of the instrumental or 
expressive orders arises in different ways. The instrumental order 
is legitimised by the character of the division of labour in society. 
King (1969) suggests four important sources for legitimation of 
power within schools: 
1. Legality of action: that deriving from Acts of Parliament, 
Local Education Authorities, or from the recommendations and 
suggestions of Reports, inspectors, :schools Council, etc. 
Rationality: a rational belief in the value of an action. 
Mathematics, although. not required by Act of Parliament to 
be taught, is taught because teachers have a rational belief 
in its value. 
3. Affective Legitimation: the incidence of favourable 
sentiment, usually of a. non-rational nature, towards a course 
of action. King suggests that 
"affective legitimation of a school's activities 
derives principally from the pupils' parents, who 
like to feel the school is doing its best for 
their children". (King, 1969, p.38) 
4. Tradition: an activity continues because.11t has always 
gone on". 
The instrumental order then is largely legitimised by rationality. 
There are good reasons, arising from the nature of knowledge itself 
(Hirst, 1965; Phenix, 1964), or from those which derive from the 
division of labour - the occupational structure of society - for 
teaching most subjects which are taught in school. Industrial 
society demands certain basic knowledge and skills and it is the 
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function of the instrumental order of the school to adequately 
equip the children. It is not however only in content of curriculum 
that the division of labour in society legitimises the instrumental 
order, for this order also includes the method or pedagogy of passing 
on such contents. As the demand for labour passes from that of 
knowledge of the "3 Rs" or vocational skills to that which emphasises 
flexibility, and understanding of principles (Musgrove, 1968), so 
too the instrumental role of the teacher changes from that of 
solution giver to that of problem setter: there is rational 
legitimation for the change in the teacher's role-behaviour. 
The legitimation of the expressive order is more complex. 
Affective and traditional legitimation, both non-rational and hence 
powerful in resisting change, sanction the belief and moral order 
system of the school. The value system of society at large is used 
to justify relationships and behaviours in school. A large number 
of writers have emphasised that the values which the school reflects, 
rewards and upholds are those generally designated "middle class" 
(Blythe 1965; Taylor, 1963; King, 1569a; Hargreaves, 1967; Jackson 
and Marsden, 1962; Jackson, 1964). Thus, whilst the school attempts 
to promote co-operation, concern for others and a surse of justice, 
there is an underlying set of values inevitably present, usually 
summarised as achievement, independence, individualism, deferred 
gratification and a feeling of loyalty to some corporate abstraction 
(House or School). 
Second, different criteria are used in the two orders to evaluate 
effective performance by the child. Thus, in the instrumental order 
the criteria of evaluation are held to be rational, objective and 
universal. The system of internal and external examiat ions apply 
to all children of approximately the same age. The child is judged 
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in these tests and examinations not on what he is, but on what 
he mnows. Hence, the social function of the instrumental order 
is inherently divisive; it serves to emphasise differences between 
children and between groups of children. This evaluation process 
in the instrumental order strains towards inter-personal competition, 
fostering self-orientation on the part of the child, and towards a. 
system of school organisation based on intellectual ability, that 
is, towards streaming. 
The criteria of judgment in the expressive order are much 
more subjective. Although generally much the same standards of 
behaviour are expected of all pupils, the judgment of performance 
is subjective, varying from teacher to teacher and from school to 
school. There will be more disagreement among teachers over the 
interpretation of performance in the expressive order than in the 
instrumental; a pupil may find it easier to dissemble, or to play 
an acceptable role, in the expressive order. however, the social 
function of the expressive order is inherently consensual, for its 
purpose is, by encouraging subscription to commonly held rules, to 
bind pupils and teachers together as a moral collectivity. There will 
be, in the expressive order, a strain towards collective orientation 
on the part of the pupil. The more divisive the instrumental order 
the more difficult it will be to implement the consensual values 
of the expressive order, and the literature of streaming has produced 
examples of how sub-cultures antipathetic to the school's value 
system are apparently fostered by the streaming process (Hargreaves, 
1967). 
Third, there may be differential levels of pupil, teacher and 
parental involveent in the orders. The problems of the working 
class child who finds himself bewildered by the values enshrined in 
the expressive order of his school has been explored in literature 
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and the mass media. Jackson's study of working class children in 
a northern industrial town conveys a. vivid impression of boys and 
girls who wish to succeed in the instrumental order of their 
selective schools but who find difficulty in adjusting to the 
demands of the expressive order (Jackson and Harden, 1962). The 
degree of commitment a pupil may feel towards the two orders can 
range from a high degree of normative involvement, through calcul-
ative commitment to a state of alienation (Etzioni, 1964). 
Hargreaves' study demonstrates examples of all cases. 
Teachers' involvement with the orders can also vary: the liberal 
arts teacher in a. technical college, or the science teacher in a 
secondary modern school may manifest signs of differential involvement. 
Kob's model may be used to show examples of teachers with either 
strong instrumental commitment or strong involvement with the 
expressive order of the school (Kob, 1961). Musgrove and Taylor 
(1965) show that teachers in junior schools in working class areas 
tend to construe the expressive aspects of their role in wider terms 
than colleagues in schools with a. higher class intake. Similarly, 
parental involvement with the orders may differ according to whether 
they see the major task oi the school as imparting knowledge or 
shaping behaviour (Gammage, 1966; Musgrove and Taylor, 1965). 
Finally, the structure of social relationships through which 
the two orders are transmitted are different. This difference is 
expressed in the type of social control used to regulate behaviour. 
In the instrumental order the control system has :nainly bureaucratic 
features (Gerth and Mills, 1947; Blau and Scott, 1961). Timetables, 
syllabuses, curricula, registers, examinations, ability grouping, 
school rules, and hierarchical ordering of staff are examples of 
rational use of time, space and resources to achieve given ends 
119. 
in the instrumental order of the school. The connection of the 
instrumental order with the division of labour is again clearly seen, 
as the bureaucratic processes in the school can be viewed as 
preliminary socialisation for the complex occupational structure 
which is necessarily bureaucratic in nature. 
Social control in the expressive order tends to be personalised 
or ritualistic (Bernstein, 1956a). Personalised control is exercised 
in the classroom situation where the teacher not only uses his 
superior age and knowledge to control his pupils, but calls up a 
variety of techniques; irony, humour, sarcasm, an appeal to good nature 
or to a particular section of the class, or to co-operate against a 
common enemy, the examiner. These techniques, in interaction with the 
teacher's personality enable him to exercise control as an individual 
over individuals; there is a premium upon the importance of inter-
personal relationships. 
Ritual acts as a system of social control in the school, 
operating largely through the expressive order. It is 
"a relatively ririd pattern of acts specific to a 
situation which construct a framework of meaning 
over and beyond ':die specific situational meanings" 
(Bernstein, 19660 
As such its symbolic function is to relate the individual 
through ritual acts to the social system, to heighten respect for 
that system, to revivify the social order in the individual, and to 
deepen acceptance of the procedures used to maintain continuity, order 
and boundary, controlling ambivalence towards the existing social 
system. Bernstein suggests the school possesses both consensual 
and differentiating rituals. Thus, assemblies, un7T.forms, plaques, 
etc., symbolise common values and modes of behaviour; while sex and 
age relationships, marking off differences between groups, territories, 
times or properties, serve to order and control the heterogeneous 
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school population. Rewards and punishments, defining the school's 
conception of good and bad, tend to embody authority relationships 
expressed as ritual behaviour, serving a control function in the 
school. 
The expressive order then far less is subject to bureaucratic 
controls than the instrumental order, its function is potentially 
consensual, whilst that of the instrumental order 	 potentially 
divisive. 
The above analysis shows that a conceptual distinction may 
be made between the two orders which exist within the culture of 
the school and which are concerned to transmit different aspects 
of the wider societal culture. A simple model may express the 
relationship of the orders to other social processes. 
Division of labour 
 
Culture 
r 
 
Belief and Moral 
Order system 
  
Instrumental 
	
Expressive 
Order 	 Order 
The conceptualising of two orders allows for analysis of 
schools, or of the role of the teacher, such that account can be 
taken of the dominance of one or the other order in determining the 
character of the school or teacher's role. Furthe, such concepts 
allow a dyJamic analysis to be made of the changes which occur, as 
a result of change in one or both orders. 
The model given above may be used to link changes in the wider 
social processes with changes in the educational system. In order 
that such analysis may take place, however, a further concept is 
required, that or orientation, or direction of change. For the 
purpose of this study the orientations posited are on an "open" and 
"closed" continuum, such that a model for analysis of change may be 
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constructed as shown: 
Instrumental Order 
Orientation 
"Open" 
 
Orientation 
"Closed" 
 
Expressive Order 
Such a model allows for examination of the school as a complex 
control system, or for analysis of the changes in the teaoherls role, 
and will be used in this study to study changes in role-conception 
occuring among student-teachers. 
It is necessary to clarify the definitions of open and closed 
orientations, in an attempt to show that such concepts are relatively 
value free. It is a major drawback of many instruments used to 
measure changes in students' or teachers' attitudes that a value 
component is built into the questions used, a. suggestion that certain 
behaviours are more "desirable" than others. The MTAI is to be 
criticised strongly on these grounds (Evans, 1958; Rossi, 1966). The 
investigator believes it is not possible to attain a fully value 
free position. The choice of words "open" and "closed" themselves, 
carry a. heavy weiTht of meaning for individuals. Nonetheless, it 
is necessary to analyse the criteria used to identify the two 
orientations. 
In the instrumental order an open orientation implies first, 
flexibility of social organisation rather than rigidity, and a. 
corresponding flexibility in attitude towards the organisation of 
knowledge; second, a wide range of alternatives open to pupils 
and parents rather than very limited choice; and thirdly, an active 
involvement by pupils in the skills being transmitted rather than 
a role of passive absorption. Thus, when considering the role of 
the teacher a closed orientation implies favouring rigidity of 
social structure, organisation of knowledge into clearly defined 
"subjects", little or no choice for pupils or parents, and a low 
I 
 
C 
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level of active involvement in learning by the pupils. 
In the expressive order, three other criteria. are used for 
classification. These are, the extent of ritualisation of social 
relations, the degree of insulation from or penetration into the 
instrumental order, and the degree of control over the non-school 
moral behaviour of the pupil. Thus, an open conception of the 
teacher's role would favour little ritualisation of school procedures 
(for example, a playing down of the importance of approach behaviours, 
school uniforms authority relationships, etc.); independence for 
the pupil in non-school matters and a good deal of independence in 
school, and a feeling that teaching in the instrumental order should 
not be influenced by the prevailing political or religious ideology 
but should be as objective as possible. 
Using the model, it is possible to classify schools and 
teachers according to their practices and beliefs, to locate sources 
of tension, and to analyse change. A few examples will illustrate 
the model's usefulness. 
I 
/,l  The teacher located in this quadrant tends to favour streaming by ability, subject teaching and 
the pace of learning dictated by 
the teacher. 
The teacher located in this 
quadrant tends to approve of 
mixed ability classes, education in 
breadth, to have low regard for 
traditional subject barriers, and 
to favour a learner centred class-
room atmosphere 
Teachers here are concerned to 
distinguish sharply between school 
and non-school, to favour ritual-
isation of reward and punishment, 
and to limit pupil responsibility 
under close staff control. Teacher 
control is positional. 
I 
0 
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In this quadrant teachers are concerned 
to blur the boundary between what is 
school and non-school, to rely less 
upon ritual procedures of reward and 
punishment, exercise interpersonal 
17,  control over pupils, and to favour 
pupil responsibility through independ-
ence and choice. 
Congruent quadrants can be easily detected for the instrumental and 
expressive orders; conflict can arise when an individual teacher's 
beliefs or behaviours are not in harmony in the two orders, or when 
different teachers, or heads and staff, disagree on practices in 
the same order. Similarly, in the case of institutions, sources of 
tension can be detected where a school's instrumental order is open 
and its expressive order closed (as could be the case of a large, 
denomiAational secondary school). 
Bernstein has auggested (Bernstein, 1967; Douglas, 1966) that 
a closed orientation is one which favours purity of categories and 
an open orientation one which accepts mixing of categories. This 
suggests that a teacher who conceives his role in closed terms sees 
education as specialist in nature, with well defined subjects 
consisting of graded subject matter which can be taught in a logically 
"best:" sequence to pupils grouped by ability, by teachers with 
clearly defined professional responsibilities. There is a concern 
not to "adulterate" either the subject matter or the grouping of 
learners or teachers: hierarchies exist both in knowledge and 
organisation. The open-orientated teacher is much less concerned 
to keep categories pure. he welcomes mixing or diversity both in 
subject matter and personnel. The curriculum is seen as offering 
opportunities for integration; division of knowledge into subjects 
is seen as arbitrary or as of little importance. The traditional 
harrier between school and non-school is held to retard learnin 
and learning itself is seen as a co-operative exercise between 
teacher and pupil with the teacher acting as a primus inter pares. 
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The words "discovery", "experience", "wholeness", "experiment", have 
a positive significance for the open-orientated teacher. 
Using the Instrumental/Expressive dichotomy a number of the 
most important components or controls of each order were chosen 
for study in relation to the construction of the Role Definition 
Instrument. These were: 
In the Instrumental Order  
Curriculum 
Pedagogy 
Teachin 
and Pupils 
In the _Expressive Order  
Boundary i..elations 
Ritual Order 
Authority Relations 
The characteristics of these components when related to the Open/ 
Closed continuum are discussed below. Throughout, an ideal type 
model, following Weber's conceptualisation, will be presented 
(Gerth and Mills, 1947). Such description suffers from not 
corresponding to actual examples in particular schools, but it is 
held that the analysis of characteristic features identifies 
important considerations which will affect teacher role expectations 
and performance. The analysis also formed the basis for initial 
selection of a pool of questions for the RDI. 
Instrumental Order  
Curriculum: A closed orientation favours the emphasis of 
subject barriers and little attempt at integration or interrelation 
between disciplines. Syllabuses are carefully graded for different 
ability groups, with the emphasis on teaching the content according 
to its logical structure. Education in dept:, subject specialism 
is favoured with increasing specialisation as the pupil passes 
through the secondary school. 
An open conception of the curriculum implies a move to a common 
curriculum which blurs subject barriers and seeks links between them. 
New subjects are introduced, but the concern is to eoestion the 
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validity of the traditional subject distinctions (inter-disciplinary 
enquiry is an example of the type). A move to education in breadth 
is favoured, or at least, a delay in specialisation (James, 1968). 
Pedagogy: A closed conception of teaching method sees the goal 
of education as one concerned with inculcation of given states of 
knowledge and an emphasis on contents. The teacher's role is one 
of solution giver, he mediates between the child and an existi 
known body of facts and truths. his duty is to ensure that certain 
minima are acquired by the pupil, and is is he t rather than the 
learner, who is at the centre of the educational process. In 
contrast, an open conception of the pedagogy implies a teacher who 
is concerned that the child acquires ways of knowing, an understanding 
of the means by which knowledge is created, a grasp of principles 
rather than facts. The teacher's role is one of problem setter, 
and experiment and discovery are his method. The pupil takes a 
much more central part in the process of education and is given more 
responsibility both for what he studies and the way in which he 
learns. A consideration of pedagogy also includes methods used to 
motivate children, particularly praise or mark lists, etc. here 
 
a closed conception refers to teachers who rarely praise pupils, and 
who rely upon mark lists or comparison of one child's work with 
another to motivate. In contrast an open conception implies much 
more frequent use of praise, little reliance upon external incentives 
and encouraging children to compare their work with their own 
previous efforts, rather than in relation to other children's work. 
Teaching Groups and Pupil Role: A closed conception implies 
homogeneous groups of pupils based on measured intelligence. Sex 
and age can also be used as a basis for rigid grouping. The pupil 
belongs to a school class, a fixed structural unit of the instrumental 
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order, and in this class he receives his education in all subjects. 
The size of the class is constant and movement between classes is 
rare. In contrast, the unit of organisation in an open conception 
of teaching groups is a more heterogeneous and flexible one. The 
learners can be in groups of five, ten, forty, a. hundred or even 
one. setting or non-streaming are typical practices, and in the 
infant school family grouping is a mode of formal organisation which 
overrides the traditional grouping by age (Ridgiray and Lawton, 1905). 
Such groupings nave consequences for the co-operative nature of 
teaching roles, and team teaching and individual learning will be 
favoured (Shaplin and Olds, 1957; Taylor, 1971). 
A consideration of pupil role implies that a. closed concepion 
stresses group similarities and group differences. The groups 
themselves tend to be fixed and stable with streaming a typical mode. 
There will be reduced areas of choice for the children, as 
curriculum and method will be closely teacher controlled.argeaves 
(1967) has documented now in the individual school he studied the 
effect of streaming was to polarise attitudes, the A and D forms 
taking each other's stereotypes as points of negative reference. 
The aspirations of a minority of pupils are developed and failure 
tends to be communalised in the lower forms. The closed nature of 
the social groups implies fixed points of referenc and relation to 
teachers, curriculum, and other pupils. The enhanced aspirations 
of the few tend to be at the expense of the aspirations of the many. 
In contrast an open conception of the pupil's role implies 
varied social groups reducing group similarity and difference. 
Non-streaming is an Obvious organisational device here and its 
concomitant is held to be an increased area of choice both in 
friendship and in curriculum for pupils. The aspirations of the 
many are raised, bringing with them the problem of possible failure 
in attainment. Clark (1963) has documented the emergence of 
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counsellors to control the aspirations of the many where open 
access is permitted to a system of higher education. The role of the 
counsellors in "codling out" controls the aspirations of low 
achievers in an attempt to match attainment with ambition. There 
are fluid points of reference and relation to teachers, other 
pupils and the curriculum. In England the development of child 
centred methods in primary education nay be seen as an example of an 
open conception of the pupil's role. A social consequence, which 
may be predicted, is that failure becomes individualised in an open 
system where attainment can, on the face of it, be more clearly 
related to individual abilities and attainments than in the closed 
system where all D streamers may find an external reason for their 
"failure". Such a prediction, however, awaits empirical demonstration. 
Similarly certain features of the ideal type have been much questioned 
by recent work, of which Ford (1969) is perhaps typical. 
Expressive Order  
It is more difficult to identify the elements of social 
organisation which transmit 	 expressive order in the school, 
because they are not, like the instrumental order, bureaucratic in 
character. However, the contents of the expressive order, concerned 
with beliefs, values and norms, are transmitted in a variety of 
ways, eve 	 transmission is less self—consciously planned than the 
contents of the instrumental order (Lambert, 1966; Bernstein, 1967a). 
The following three controls on the transmission of the expressive 
order were chosen for investigation by means of the role definition 
instrument: 
1) Boundary relations between the school and the outside world 
2) Through the symbolic representation of the ritual order 
3) Authority relations between teachers and pupils 
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Doundara Relations: 	 closed conception of boundary relations 
saaaeots that the school sharply defines its relationship with the 
outside world. This may take the fora of non-encouraaement of 
parents to enter the school (Jackson and Marsden, l9'"2). Herethe 
school insulates itself from the family and the local conmunity. 
Interactions of teachers and parents are closely controlled; ofeas 
the formation of a aarent/teacher asaociation may be a device by 
which the school limits the extent to which parents may visit the 
school. The school can also control the penetration: of the beliefs, 
values and moral order of the society into the school by selection 
of books, periodicals, films. 'rho curriculum itself can be seen as 
a device by which the school controls its boundary aelatioas, 
elements of "popular culture" or "youth culture", or non-traditional 
subjects being excluded from what is tausht. The closed conception 
limits the extent to which pupils and staff extend their activ i ties 
during school hours into the area beyoral the school walls resultins 
in restriction of pupils' visits outside, and aiailar controls on 
visitors to the school. 
1•11111111•• 
On the other hand, an opus conception implies ,.hat .Le boundary 
between school and non-school is blurred. his has spatial, temporal, 
and curricular application. aarents are encouraged to come into the 
school for a variety of reasons; children make frequent visits vith 
their teachers to the local environment and beyond; extra-curricular 
activities spill over into the local community; and the character-
istics of the local area are seen as a legitimate concern oythe 
curriculum. 	 Thus, not only community studies out elements of 
youth culture and the mass media may be approved subjects or study. 
aitual: hitual, as discussed above, gives symbolic significance 
to apparettly routine actions. As such it makes members aware of 
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their social heritage, reaffirms common bonds and enables 
individuals to accept social controls. These vitalising,adhesive 
and disciplinary functions (Durkheim, 1912) of rituals creates 
a frame for experience within which the individual can relate to his 
society. 
-Bernstein (1966P) has suggested that the expressive order of 
the school is prone to ritualisation as a major mechanism for 
creating social consensus. he distinguishes two types of ritual: 
consensual and differentiating. Consensual rituals functioning to 
bind the school as a moral community, give continuity in time and 
place, and aid the process of detachment of behaviour from the family 
and community. School assemblies and similar ceremonies, and dress, 
signs, tokens, scrolls, plaques are examples of this type. 
rituals 
Differentiating/aid the ordering, integrating and controlling of 
the heterogenous population of school. Thus, they mark off the 
croups in schools by such features as age, sex and social function. 
A closed conception implies a strong ritual order in the 
school. Thus, school uniform, school assemblies, badges, plaques 
and ceremonies and aLms hold hi:h priority. The rituals of reward 
and punishment are highly formalised and endowed with much 
significance (for example, public canings and Speech Days). 
Differentiating rituals governing age relations, sex relatlo 
special approach behaviour to 	 teachers and certain rooms (for 
example, the staff room) are highly stressed. Prefects, the house 
system and the significance of "School" itself are accorded much 
importance. 
In contrast, an open conception implies that the ritual order 
of the school is weak and is viewed somewhat sceptically by the 
teachers. Rites de passage are not stressed as pupils move from 
year to year and from teacher to teacher. The social rituals made 
explicit or implied by school uniform, assemblies, the prefect system, 
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or those rituals connected with membership of houses, are played 
down in importance. The school is not conceived as a total 
institution cut off from the outside world; a view which necessarily 
decreases ritualisation. Further, the organisation of the school 
tends not to be based on what are seen as fixed attributes of the 
children (for example, intelligence), but rather structures embody 
the principle of diversity. Thus rigid stratification which would 
facilitate ritualisation of the expressive order is not associated 
with an open conception. 
Authority Relationships: A closed conception implies that 
teacher pupil relationships of control are based upon the position 
of the teacher rather than upon his personal characteristics. 
Discipline is emphasised as valuable in its own right and coercive 
methods of control, including approval of corporal punishment, is 
common. aocial distance is maintained between teacher and taught 
and there is a good deal of ritualisation of approach procedures and 
reward and punishment. 
An open conception of authority relationships implies that 
control is seen as an interpersonal matter, thus the teacher relies 
less upon authority deriving from his ascribed position than upon 
the personal characteristics of himself and his pupils. There is a 
playing down of the traditional roles of teacher and pupil. 
Corporal punishment is not approved and reward and punishment 
generally tends to be upon an individual rather than a category 
basis. social distance is minimised, the teacher not considering it 
necessary to be aloof from his pupils. Teachers encourage children 
to seek reasons for behaviour rather than expecting automatic and 
immediate conformity to demands. 
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The Construction of the Role Definition Instrument 
Using the theoretical rationale outlined above a Role 
Definition Instrument (RDI) was constructed, following generally 
the procedure suggested by Likert (1932). This model of the school 
as a social system, transmitting instrumental and expressive 
components of the culture, was discussed by the writer with two 
groups of students (48 in total, all in their third year). These 
students formed no part of the longitudinal sample, being the year 
pr.•evious to its entry to collage. The discussion lasted over a term 
ae weekly intervals, with a number of the meetings held on a purely 
voluntary basis at lunchtimes or in the early evening. The groups 
comprised Infant/Junior, Junior, and Junior/Secondery students. 
After the model had been discussed for four meetings, the 
nature of the research project was outlined by the writer to the 
groups, together with a brief description of methods used to construct 
a questionnaire. A basic pool of fifty items was presented to the 
;groups. 'Wiese had been gathered by the writer from discassion with 
colleagues, from reading, and from a consideration of the 
instrumental and expressive aspects of the teacher's role. The 
students were requested to construct a larger item pool which would 
represent instrumental or expressive aspects of the teacher's role, 
classifying the items according to the various components of the two 
orders. Altogether over two hundred and fifty questions were 
presented. Some of these were discussed in the groups and, by 
aeeeral consensus, accepted or rejected as suitable and classified 
under what seemed the appropriate heading. The remainder were 
discussed by the investigator, a colleague and two students in order 
to reduce overlap and to attempt an initial classification. 
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Thus an item pool of some 109 questions emerged. Each item 
was considered in more detail by the investigator with groups 
of students and with colleagues to ensure clarity of wording. 
Further, three groups of four students each, not previously in the 
collection and classification of items, were asked to state whether 
each item referred to the instrumental or expressive aspects of the 
teacher's role. There was generally substantial agreement among 
these students on the classification of the items. 
Each item was then considered by the writer and three students 
for direction of scoring. The open/closed continuum was used. 
Criteria for "orenness" in the two orders were: 
Instrumental  
(i) Flexible rather than rigid attitudes towards social 
organisation towards the organisation of knowledge. 
(ii) Wide range of alternatives open to pupils. 
(iii) Active pupil involvement rather than passivity. 
Expressive  
(i) Little ritualisation of social relations. 
(ii) Slurring of school/non-school boundaries and little 
control over non-school behaviour. 
(iii) Limited interpenetration of expressive into instrumental 
order. 
There was no disagreement on the direction of scoring amnng the 
four judgments. Scoring for each question ranged from 1-5, with 
"closed" responses scoring low and "open" responses scoring high. 
The item pool thus constructed was presented, in a randomised 
order, to eighty-four third year students who were asked to express 
agreement or disagreement with the items. The headings used were 
"Strongly agree/Agree/Uncertain/Disagree/Strongly Disagree". 
Students were requested to make two replies to each item - one in 
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relation to the role of the Primary teacher (5-11 years) and one in 
relation to the role of the Secondary teacher (11+ years). 
Two scores for each item were thus obtained, representing each 
student's conception of the Primary teacher's role and Secondary 
teacher's role respectively. Students' scores were punched onto 
cards and the IBM 360 computer of University College, London, was 
used to analyse the data. Using the transgeneration procedures of 
the Bi'D set of programmes (Dixon, 1968 pp15-21) a total score for 
each student for the two role conceptions was obtained, and a 
correlation matrix computed by programme BMD 02D (Dixon, 1968 pp49-59). 
Item analysis then took place, the researcher comparing each item's 
correlation with the total score (Likert, 1932 pp46-50). Seventeen 
items representing the instrumental order and seventeen items 
representing the expressive order were selected as having high 
correlations (in relation to other items) with the total scores 
for role conceptions of both primary and secondary teachers. 
:These thirty-four items were then examined in terms of their 
original classification, ane a check was made by the investigator, 
a colleague and two students. A very high level of consensus was 
reached on all but three items: 
No.21 "A teacher should have a good knowledge of child 
development". 
No.25 "A teacher should be prepared to give hex Instruction". 
No.32 "A teacher should treat all pupils alike in rewarding 
and punishing". 
No.21 had originally been suggested as relating to pedagogy, but 
with substantial disagreement; No.25 had originally provoked much 
disagreement as to its classification an instrumental or expressive; 
and No.32 was thoughtto relate to either Ritual or Authority 
elations equally. 
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In the event, the following allocation of items was agreed upon: 
Instrumental Order 
a) Curriculum 
b) Pedagogy 
c) Grouping and Pupils 
Lxzressive Order  
a) Boundary 
b) Ritual 
c) Authority Relations 
however, it must be stated here that throughout the lengthy 
discussions with students and colleagues and educationists outside 
the college, there was continual stress by all concerned of the 
difficulty of classification. Arguments were adduced in relation 
to particular items that a case could be made for them relating to 
both the instrumental and expressive aspects of the teacher's role. 
Similarly, within an order many arguments were advanced about the 
difficulty of classification - as evidenced in the controversy over 
No.32. Nonetheless, the writer feels that as the students and 
staff involved came to accept the validity of the iastrumental/ 
expressive distinction, to examine the arguments for the justification 
of these two orders, and to understand the components of the two 
orders; so willingness to classify objectively rose, and, with 
the item exceptions already noted, a very high degree of consensus 
was obtained. The only items which caused a good deal of concern 
in terms of their instrumental/expressive classification were No.25 
relating to Sex Instruction and No.21 relating to a teacher's 
knowledge of child development. 
However, it must be pointed out that no statistical testing 
of items for clustering by Instrumental or bxpressive classification 
1, 5, 6$ 	 13, 	 18, 	 19 
4, 9, 	 11, 	 14, 	 22, 31, 33 
3, 7, 	 15, 29 
2, 10, 	 17,  24, 25, 26, 27, 30 
12, 16, 28, 32 
8, 20, 21, 23, 34 
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or within each of these orders was undertaken. Within the scope 
of the enquire it was felt that it was necessary to identify the 
major dimensions of school within which the teacher's role would 
Lake place and to construct a :tole Definition Instrument which 
would reflect such dimensions. 'the RDI so obtained would mainly 
be used to obtain students role conceptions on individual items and, 
probably more importantly (Torgersen, 1958), expressed as total 
scale scores. The strateGy of the ADI enquiry would be to focus 
upon the significance of changes in student role conception and to 
analyse these in relation to certain institutional, personal and 
biographical variables. These results are presented in Chapter 6. 
i.e resulting Role Definition Instrument is included at Appendix 4. 
With the exception of items 1, 2 and 34 all items were allocated 
using a table of random numbers. The first two questions were 
felt to relate very omerally to major responsibilities of teachers 
and were therefore placed by the investigator at the start of the 
RDI. vt.uestion 34 relates to corporal punishment and the investigator 
judged it would be best placed at the end of those items relating 
to specific aspects of role performance. In the event, the 
innveat.gator feels that all 34 items should have been allocated by 
random procedures. 
In this form the RDI was administered to a further sample 
of 53 third year students at the college in order to obtain 
figures for reliability. After an interval of four weeks the 
students again completed the questionnaire. A test-retest 
coefficient of .78 was obtained. Using the 3pearman.. own correction 
formula (Garrett, l95.) a split-half coefficient of correlation of 
.76 resulted. It is therefore suggested that for an instrument 
of this type the reliability fn very satisfactory. further, no 
13 . 
other British studies other than those using the Manchester Scales, 
report reliability figures for the instruments used. There is, 
in nearly all the studies reported in Chapter 2, an ad hoc approach 
to the construction of questionnaires, with the researcher choosing 
an assortment of questions which appear to have relevance, bui, 
.1ndertaking little or no serious attempt to relate to a theoretical 
underpinning. The RDI used in this study is the result of more 
Chan fifteen months deliberation, discussion and investigation. 
Notwithstanding, it forms only one method of enquiry in this research 
into the changing nature of the professionalisation process experienced 
by students during their time in college. 
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Chapter 5 
ThE COLLEGE OF EDUCATION  
The College of Education in this study is a Church of 1:ngland 
college of 380 students. It is situated in a densely populated working 
class area in South London close to the Elephant and. Castle. high rise 
flats replacing old slum property characterise tae neiELbouriiood. The 
colle ge was founded in 1899 by a wealthy Anglican clergyman, and the 
main building, reminiscent of London.School Board architecture, dates 
from that time. Approximately two-thirds of the students are in resid-
ence and live in hostels close to the main building. 'i'wo of the 
hostels are modern; inelegant but comfortable, purpose built with 
single study-bedrooms. Of the other three hostels, one is a large 
block of flats about fifty years old, and two are medium sized Edwardian 
houses. 
The founder's intentions were twofold. First, to provide a supply 
of teachers for the local elementary schools. his biographer Deedes 
(1915) provides ample evidence that the founder's conception of the 
teacher's role was very similar to that of Waller (1932): "a missionary 
hired to carry light into dark places" Second, to create in the college 
an atmosphere of "intimacy 
	 gentle manners, and good fellAwship 
and confidence between staff and students" (Deedes, 1915, p.193). 
Thus, an attempt to establish a tradition of social responsibility 
and emphasis on the satisfaction derived from interpersonal life within 
College may be distinguished in the intentions of the founder. In 
what follows it will be suggested that these two strands can still be 
detected as major value orientations characterising the College. 
The current college prospectus acknowledges its history and gives 
an indication of these orientations: 
Note: In this chapter much use is made of inverted commas. Unless 
otherwise specified quotations are expressions used by the staff of the 
colleje. 
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"The College's work for seventy years in South London had led 
to its placing a strong emphasis on a sense of social responsi-
bility, and it is for this, together with a concern for 
children, that its tutors look rather than primarily for 
scholastic achievement" 
"Being comparatively small, the college can enjoy a friendly 
community atmosphere and a pattern of work which has regard 
for the individual" (College Prospectus, Undated, but in use 
during the interviewing year of the sample of students in this 
research) 
The sections below consider the Staff, the student selection 
procedures and the three year training course. Several theoretical 
models will be employed to suggest the values implicit in the college as 
an organisation concerned with the professional socialization of student 
teachers. 
THE STAFF  
During the period of this study there were thirty-six full-time 
members of staff, eleven of whom were men. Eight of the men were grad-
uates, as were eleven of the twenty-five women. This proportion of 
graduates, 72.7 per cent and 44 per cent respectively, is somewhat 
higher for that given for all colleges by Taylor (1969, p.211) of 61.2 
per cent and 40.8 per cent. A large proportion of the non-graduate 
lecturers are in fields where it is difficult to obtain degree qualifica-
tions: Dance and Drama, Art and Crafts, Primary Education. Seventeen 
tutors possessed diplomas relating to advanced study of education 
(twelve of these tutors were in the Education or Dance and Drama Depart-
ment). Four tutors were engaged in research leading to higher degrees. 
The most striking feature of the staff lies in their long service 
with the college. The holding power (Central Advisory Committee on 
Education, 1963) of the college is strong, for 'during the whole 
period of this three year study only two members of staff left. Both 
were members of the Education Department. One was the author of this 
research thesis who left for an Institute post after six years at the 
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college, at the end of the second year of the longitudinal survey. The 
other had been an infant school headteacher who joined the college at 
the start of the first year of this investigation. After one year she 
left, largely due to pressure of work and difficulties with the type of 
work in contrast to her former successful school experience. The role 
of the ducation Tutor is peculiarly subject to role-conflict in all 
colleges (Cope, 1969; Taylor, 1969a), and the college under study is 
no exception. This position was left unfilled for a year, when an infant 
teacher, an ex-student of the college with eight years of experience, 
was appointed. These two departures stand in contrast to the stable 
pattern of staffing. In the seven years prior to the terminal date of 
this research only two members of staff left for promotion in other 
colleges, whilst four others left on retirement after long service. Of 
the thirty-six staff during the period of the study, fifteen (41.7 per 
cent) had ten or more years service with the college, a further fifteen 
(41.7 per cent) had served for between five and nine years, and of the 
remaining six, only the one tutor noted in this paragraph had less than 
three years' service. 
Several points should be noted in connection with this stability 
of staffing: First, that in its implication that the college is a 
pleasant place in which to work is a further implication of consistency 
of teacher-role conception: the role models presented by staff to 
students were, at lowest, physically the dame during the three years 
course. At a higher level of conceptualisation it can be argued that 
a consistent set of expectations for teacher behaviour were regularly 
presented to students by staff. second, that this stable pattern of 
staffing stands in marked contrast to the far lower holding power of the 
local schools in which the students practised. Third, the stability of 
size and staffing of the college is also in marked contrast with the 
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experience of many other colleges of education durin the same period. 
Only five tutors had had experience of other colleges, and the 
Principal, Vice-Principal, Head of Education Department, and Admissions 
Tutor had been appointed to their posts from within the college, after 
each having served as tutors for ten years or more. These internal 
appointments to key positions within the college also argues strongly 
for consistency of role-model and teacher role expectation within the 
college. All four positions within the Social system represent highly 
significant others from whom the students and other staff will tend to 
receive important impressions and towards whom role behaviour will be 
orientated. 
The Principal was the only member of the academic staff to be 
resident as it is college policy for hostel wardens to be drawn from the 
administrative staff of the college. Thus, it was unlikely that the 
hostel wardens would have significant impact on the students' views on 
education leading to differences in role conception between hostels. 
This hypothesis is specifically examined in Chapter 6. 
THE STUDENTS (1) 
 
As noted above the college prospectus states that in selecting 
students tutors look for"a sense of social responsibility 
	
togeth- 
er with a concern for children 	 rather than primarily for scholastic 
attainment". The academic achievements of the students at the college 
are below the national average. Taylor (1969a) reports that in 1967 
some 37 per cent of women entering colleges of education possessed two 
or more passes at A level. The corresponding figure for the college 
studied is 19 per cent for the 1968 intake. Similarly, the proportion 
of students in the college possessing no Advanced Levels is higher than 
(1) Further details of students in the longitudinal sample are given 
in Chapter 9. 
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the corresponding national average: fifty per cent of the college's 
1968 intake possessed no A levels as against 41 per cent of women ent-
rants to all colleges in 1967 (Layard et al, 1969). Further, 24 
percent intake had minimum qualifications for teacher training, or were 
special entry students. 
The majority of students do not make the college their first 
choice in their initial applications for teacher training. forty-one 
percent of the 1968 intake had been rejected by three or more other 
colleges before being accepted at this college, whilst or 	 percent 
made the college their first choice. 
The average age of students on entry is 20.8 years; the median 
age is 19.2 years. The majority of the students, 64 percentl enter 
direct from school, but 22 percent are aged over 21 years, and 18 per-
cent have been in some sort of employment for three or more years before 
entry. Approximately a quarter of the students have had some experience 
of teaching before college, but most of this was of short-term duration, 
only 8 percent having taught for more than one year. 
The social class composition of the students tends to be rather 
more skewed than all women in teacher-training, as 58 percent of the 
students in the longitudinal sample come from homes in classifications 
1 and 11 (non-manual) of the Registrar-General's Scale for occupations, 
compared with a national average of around 58 percent (Taylor, 1969a). 
The schools the students have attended tend to mirror the national 
picture for all students; 77 percent coming from state schools the 
remainder from the independent sector. Within this figure, 25 percent 
have attended comprehensive, modern or technical schools for their 
secondary education and the remaining 52 percent received a grammar 
school education. 
The college has hostel places for 250 students, representing two-
thirds of the student population. This compares with the bobbins' 
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Report's figure of 84 per cent but it should be noted that this higher 
liure includes students in "digs" as well as in college halls of resid-
ence. Taylor gives evidence that in the colleges in London and the South 
past, whilst 52 per cent of students lived in hall, 54 per cent were in 
digs and only 14 per cent lived at home. The college in this study does 
not have any official scheme for student digs, and recognise only the two 
categories: resident and non-resident students. Students going out of 
residence have to make their own accommodation arrangements.-  
Thus students at the college are characterised, in relation to the 
total population of student teachers, by rather below average educational 
attainment and rather above average social class background. Only a 
minority have entered the college as first choice candidates. 
SELECTION PROCEDURES  
The college selection procedures are given in some detail. It is 
held that this selection process is crucial as it not only constitutes 
the point at which entry to the profession takes place, but also that it 
represents, in microcosm, the view of the role of the teacher underlying 
the whole of the three year course. Thus it is necessary to analyse 
closely what takes place in the selection of students as it is held that 
this initial contact with college, together with the early part of the 
course, is highly significant in presenting to students a coherent set 
of values and role prescriptions which characterise the college and its 
expectations for teacher attitudes and behaviour. 
In an analysis which applies to the conditions of the 1960s, Taylor 
has argued that there is a place somewhere in colleges of education 
for nearly all the qualified individuals who apply; questions of 
personality and suitability for teaching are largely irrelevant 
(Taylor, 1969a, p202). 
	 Nonetheless, all colleges adopt selection 
and interview procedures, and accept only a proportion of all 
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candidates. It is therefore necessary to examine the procedures adopted 
in the college studied, in order to make clear the criteria for selection 
and the assumptions underlying them. 
It has already been shown that over three fifths of students are 
not first choice candidates and many students emerge from "second round" 
procedures. In this process the Clearing House forms of candidates who 
have failed to obtain a place in any of the colleges of their choice are 
circulated to those colleges which still have vacancies available. The 
college studied is in this position and finds itself interviewing candi-
dates well into the summer term preceding the October entry. On occasion 
students are accepted during the summer vacation to fill vacant places. 
The college could expand to 450 students by increasing, its day students, 
which argues for an annual intake of 150 students, but it has not been 
able to achieve this figure due to a lack of applications. 
All candidates are called to the college for a morning of inter-
views. In order to recruit the 126 students of the 1968-71 cohort, 
twenty-one interview mornings were held in the preceding academic year 
1967/8 (four during the autumn term, eight in the spring term and nine 
in the summer term). Usually, approximately ten candidates are called to 
each interview morning. No objective tests of intelligence or attainment 
or personality tests of any sort are administered. The college prospectus 
states that the candidates are called for an "informal interview", and 
this informality is very much a characteristic of the morning the candi-
date spends in college. 
Each candidate experiences three interviews. The Admissions Tutor 
conducts the first interview, not in her study, but in the Principal's 
drawing room. "Drawing Room" conveys well the atmosphere in which the 
student first encounters college staff: it is spacious, elegant, with 
furnishings, objects d'art and pictures showing a taste out of keeping 
with the dingy surroundings of the neighbourhood. 
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The Admissions Tutor in her own words, attempts to "put the 
candidate at her ease" by general conversation about interests, home 
situation, and school work. If there are queries about main course work 
they are usually dealt with in this first interview of between ten and 
twenty minutes, but the emphasis is not, from the tutor's point of view, 
upon academic achievement. Only in French, the Admissionsfutor's own 
subject, is high achievement as a vital prerequisite, stressed. The 
Clearing house application form which the candidate has completed 
serves as a basis for the interview, but, again in the Tutor's own words, 
it is "the personal qualities" of the student which are being assessed. 
The candidate next has a snort interview with the principal who 
similarly stresses informality, and who is concerned to gain "an impre-
ssion of the candidate as a person". here too the candidate is encouraged 
to talk about herself in relation to both in-school and out-of-school 
activities; any interests in work with children (6unday-school, Club 
work etc.) being followed up. If the candidate has any connection with 
the college, through knowing a student, or coming from a school which 
has previously supplied students, this is mentioned by the Principal or 
Admissions Tutor as an encouragement to conversation. The notion of a 
"formal interview" is, in the minds of the staff concerned., played down 
as much as possible, and phrases such as "making her feel relaxed", 
"making her feel at home", "making her feel we are genuinely interested 
in her as a person", "getting to know her", are much used when describ-
ing the interview procedure. 
The potential student is then seen in company with two or three 
other candidates by a panel of tutors in one of the college's two public 
reception rooms. These rooms have the same qualities as the Principal's 
drawing room. Any tutor may volunteer for the interviewing panel by 
signing on a list displayed at the beginning of each term on the staff 
noticeboard. Three tutors constitute the panel (changed to two tutors 
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n 1969/70 academic year) and there is no formal requirement as to its 
composition. Interest and availability are the sole qualifications for 
interviewing, and in 1967/8 all tutors took some part in interview 
procedures but the range of involvement was wide. Eleven tutors inter- 
viewing onee only whilst one interviewed on five occasions. 	 se Lduca- 
tion department was represented at ten of the twenty-one interview 
mornings. 
In the panel meeting there is again conscious striving for infor-
mality, and a circle of easy chairs is made for the group of three or 
four students and three staff, with candidates and staff evenly spread 
around the circle. The staff have not had access to the candidates* 
application forms, and know little or nothing about the individuals at 
the interview unless the Admissions Tutor has made a point o: specific-
ally mentioning a particular candidate to them. The croup is together for 
between twenty minutes to half an hour, and an attempt is made to encour-
age discussion, particularly, if possible, between the candidates them-
selves. If a candidate shows signs of "taking up"another candidate's 
remark" or "joining in freely" or "contributing nicely but not dominatinV, 
this is commented on favourably by the staff selection meeting which ends 
the morning. 
It is not possible to outline the precise form of what happens at 
each of these panel interviews, but some general comments apply to all. 
The group of candidates are brought in by the College Registrar to the 
three tutors. They are invited to join the circle, sitting in the pre-
arranged chairs such that each student will face at least one tutor, but 
will have another to one side of her. Intrvductions are made by the 
tutors and students are asked to identify themselves and say a little 
about where they come from, which school they are attending and the 
(1) All expressions used by staff at the selection meeting 
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subjects they are studying. Invariably, as they do this, supplementary 
questions are asked about the journey to college, and chose who have trav-
elled from a distance or stayed overnight in London appear to be made 
objects of special interest. This "travel" interest of the staff is 
probably less to do with the question of residence or non-residence but 
mote with the general preliminaries of "putting them at their ease" or 
"giving them something to talk about" (staff expressions). As the students 
volunteer items of information about themselves the staff members of the 
panel attempt to utilise these as starting points for discussion. If all 
the candidates come from single-sex schools an effort is made to initiate 
a discussion on co-education; if a particular novel or play is mentioned, 
this, or a theme arising from it is put up as a basis for a discussion; 
the "value" of a particular subject, or of the prefect system, or of 
"play" in primary education, have similarly been used. 
it is the writer's experience that such "discussions" inevitably 
do not go deep, and it would be very unwise to assume that the candidates 
are not aware that they are "on trial" and feel the need to go through 
their paces before the tutors (certainly, the interview sample in this 
investigation, whilst acknowledging the informality of the selection 
procedure, clearly recognised the nature of their experience). What is 
general is tnat certain questions are put to the group and the candidates 
in turn are asxed for their ppinions on them. A number of these questions 
will be purely factual and biographical, relating to home, school and 
travel to college. A question which is always asked in every panel is 
about tree candidate's experience with children; almost the only thing 
which can be said with complete certainty about all candidates is that 
at some time during their morning in college someone has asked about 
children and their work or experience with them. aork with younger 
children is especially looked for, and candidates are reminded that the 
college does not prepare specifically for secondary teaching; that the 
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major interest of college is in primary schools. Direct questions are 
not usually asked about til  the candidate wishes to teach, her strength 
of motivation being indirectly assessed in the general impressions gained 
by tutors during the course of the morning, and from her head leacher's 
report. Information of the limited usefulness of "Why do you want to 
teach?" question is found in Shipman, 1966; ludhope, 1944. When the 
question is asked in the panel it is the writer's experience that a 
hegan-Goneril bidding process invariably takes place. 
The interview in the panel interview is intended by the staff to 
be informal and relaxed, and the method of interview is similarly intend-
ed to give some fore-taste of the colleg-3's teaching; procedures: group 
discussion drawing on personal experience, with tutors acting as primus 
inter pares. It might be argued that these procedures constitute an 
introduction to "the techniques of manipulative socialization", which 
according to Taylor (1969a) characterise some aspects of the training 
of teachers. This argument is all relative to what follows in the course 
itself. 
During the morning students already at the college, and all the 
candidates, meet in the panel interview room for coffee. Staff do not 
usually join in this coffee discussion, but do usually hand round coffee 
(again as part of the informality procedures), retiring to the far end 
of the room for their own discussion. The candidates are afterwards 
shown around the college and hostels by the students, but students are 
not otherwise involved in selection procedures. however, if a candidate 
shows she knows a student already at college, efforts are made to locate 
that student so that she may show the candidate the college. This may 
be seen as part of the general "welcoming" atmosphere of the college. 
Thus, an individual candidate will be interviewed separately by 
the Admission, Tutor and the Principal, will join in a panel interview 
with two or three other candidates with tutors, and will have the 
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opportunity of being shown over the college by students. All will be 
reminded during the morning of the college's primary school orientation, 
and will realise that the college is very interested in people who have 
interest in, and experience with, children - particularly younger child-
rem. There will be on the part of staff a very conscious effort to diapla3. 
iendlinesa an interest in the candidates as people, and whilst school 
work and achievement are discussed, the primary focus is upon the cand-
idate'e personal rather than academic or intellectual qualitiea. This 
orientation le clearly seen in the selection meeting which wadi; the 
interview morning. Lech candidate is discussed, all tutors involved 
reporting his or her impression, and agreement on acceptance or rejection 
Is reached by consensus. The nature of the discussion rarely centres 
around the academic capabilities of the student, the assumption being 
that even is she is very weaklthe nature of the course, catering for 
individual needs and interests will enable her to improve and reach the 
required standard. Rather, discussion is focussed on personal character-
istics and attitudes in so far as they have been impressionistically 
assessed by staff. Favourable expressions of attitudes towards children 
are remarked on and held to the candidate's credit, as is work with child-
ren, particularly if this work has been voluntary and in some informal 
situation rather than a teaching situation in a school. Fre-college 
experience with children is warmly regarded by the staff, but when this 
experience is in the form of pre-college teaching, the staff's attitude, 
fn the writer's judgement, is somewhat ambivalent; pre-college teaching 
being regarded, other things being equal, as not as important a qualify-
ing factor as other types of work. The general feeling is that in some 
way this prior teaching experience may serve to fix the student in undes-
irable attitudes or behaviour, and to diminish her flexibility, or to 
make her less open to the ideas implied in the college course. It 
should be stressed that this interpretation is the writer's own and cannot 
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be objectified, as certainly no candidate has ever been rejected on 
account of previous teaching experience, but it remains a strong impress-
ion, and accords with the general college ethos and values which will 
be examined below. 
Participation in the panel discussions also are held to the cand-
idate's credit, but there is strong staff antipathy towards a candidate 
who has "dominated" the discussion, particularly if the views expressed 
by that candidate are interpreted as "inflexible" or "illiberal" or 
"authoritarian" or reflecting poor attitudes towards children. Similarly, 
a very quiet candidate in a panel discussion will also be considered at 
length, but this behaviour will usually be regarded in a more favourable 
light than that of the "dominant" candidate. The feeling' is usually 
expressed that "college will do something for her", "college will bring 
her out" (staff expressions used at selection meetings); the stress 
again being more upon the development of personal qualities of character 
rather than of intellect or achievement. This is not to say that academic 
and intellectual qualities are not considered at the selection meeting, 
rather it is to show that the major emphasis is upon qualities other 
than these. 
Rejection or acceptance then is a function of personality factors 
and attitudes as assessed by staff rather than ability to cope with 
academic work. The decision is reached by discussion, never by vote, 
of the five staff involved, and the Principal regards herself as having 
only the same power as the other four members. During the discussion on 
each candidate the Head Teacher's report and a personal reference (usually 
by a clergyman) is read, together with mentions of what other colleges 
have said about her at other interviews. For borderline cases these 
opinions have weight in enabling a decision to be taken. In the use of 
this written material emphasis is laid upon the personal qualities and 
strength of commitment mentioned, and staff impressions at interview are 
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checked against the references along these character dimensions. The 
school situation in which the student will find herself is usually 
raised in these borderline cases, staff being asked to consider "how will 
she make out in X school?" The school mentioned is a local school, diffi-
cult Primary school. The answer to this question is sought in staff 
assessment of such qualities as "endurance", "resilience", and "sympathy 
and relationship with children" (staff expressions) as evidenced in 
their impressions from the interviews and the supporting documents. 
These procedures may be construed as the exercise of professional 
judgement based on knowledge and experience. The difficulties inherent 
in such a situation has been represented in diagramatic form by Taylor: 
"The interviewer is being asked to make a decision (A) about 
the relationship of certain qualifications and personality 
attitudes (B), to subsequent behaviour and performance as a 
student (C) and as a teacher (D). It is unlikely that he has 
much information about the crucial relationships between (B) 
and C, B and D, and C and D on which a decision could reason-
ably be based. In this situation it is inevitable that exper-
ience and hunches should play the greatest part" (Taylor, 1969a, 
p.201). 
What can be said with some certainty in this situation is that 
although the problems of selection pinpointed by Taylor's model apply 
equally to all colleges, there is an unspoken assumption within this 
college's selection procedures which emphasises certain personality 
characteristics as important in the performance of both students and 
teachers, and that it is in relation to these characteristics that 
15 1 . 
selection is made. The analysis of the college course makes clearer how 
these assumptions are reified in the three year course. Here it is 
sufficient to make use of Parson's pattern variables (Parsons, 1951) to 
illuminate how the selection interview embodies those features of the 
college course which presuppose certain orientationsin the role of the 
teacher and of the student. 
Pattern variables represent dichotomous courses of action from 
which a role incumbent must choose, explicitly or implicitly, before he 
can orientate himself to the performance of his role, Parsons posits 
five of these action dilemmas: 
1. Affectivitz - Affective neutralitz 
The role incumbent decides how far he will be emotionally 
involved with the other person in the relationhsip, or how far 
he will adopt a neutral, impersonal, instrumental stance. The 
tutor's role at the interview predicates that in the college 
course the student-tutor relationship will be of the former kind 
and strongly implies a view of the teacher's role as highly effect-
ively toned interaction with her pupils. 
2. Specificity - Diffuseness  
The role-incumbent must decide whether to maintain a limited 
relationship on a clearly defined front in his interaction with 
others, or whether to orientate towards them as total personalities 
on a very wide diffuae.front. Diffuseness implies that the limits 
to the expectations one person might have of another are not specified. 
The tutor's role at interview is to maintain an interest in all 
aspects of a candidate's behaviour and to show that she matters as 
a person, a role which will only be moderately modified in the 
instrumental aspects of the three year course. It makes clear the 
college's view of the teacher's role as one calling for diffuse 
involvement with children. 
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3. bniversalism - Particularism  
The role-incumbent must decide whether to apply universalistic 
criteria in his judgement of another, implying primarily cognitive, 
academic standards of evaluation, or whether he will apply "appreci-
ative criteria" relating to the individual's unique characterisitc, 
the totality of his individual qualities. Tutors at interview are 
less concerned with academic performance than with candidate's person-
alities and attitudes. Whilst throughout the course a concern for 
academic standards in the students' work is manifested, a stronger 
emphasis is upon the individual qualities and limitations of the 
particular student. Further, over the three years, tutors develop 
strong loyalties towards individual students. Thus, the view of the 
teacher's role made both explicitly and implicitly in the course is 
one far less concerned with judging children by some "objective" 
academic standard of marks obtained than in relation to the child's 
unique personality - a recognition of the principle of individual 
differences and of the importance of the relationship between the 
teacher and an individual child. 
4. uality - Performance  
The dilemma of a role-incumbent's orientation here is somewhat 
similar to that of universalism-particularism; it is concerned with 
differentiating between people either on the basis of their abilities 
or on the basis of certain of their attributes such as age or sex or 
ethnic group. In the interview situation what the candidate can do 
is known only in terms of academic performance - her future performan-
ce as a teacher can only be guessed at (and the measuring-rod here 
will be rather more concerned with affective than cognitive perfor-
mances). The candidate then is selected more in terms of what she 
is - a young woman with a desire to teach, with potential for devel-
opment - than in terms of performance, present or future, in a 
mainly cognitive sphere. The role of the teacher implied here is 
one where the teacher makes allowances for age and sex and back-
ground, judging the child as a child, rather than evaluating the 
child only by what he can achieve in certain school situations. 
5. Self-Orientation - Collectivity Orientation 
The role incumbent must decide now far to pursue his own 
private interests and how far to pursue those of the group to which 
he belongs and give priority to the interests of others. It is this 
latter view which characterises the college. The interview situation 
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sees the tutors concerned with entry to the professional organisation 
which they belong; and concerned for the welfare of their "clients", 
the candidates; a concern which will become even more evident 
during the three year course. The role of the teacher implied here 
is one which expects her to act according to the best interests of 
the children she teaches. It is a view of the teacher calling for 
selflessness and which echoes WalleA description of teachers dif. 
missionaries. 
Thus the college selection procedures suggest that the teacher's 
role is orientated towards affectivity rather than neutrality, diffuse-
ness rather than specificity, particularism rather than universelism, 
quality rather than performance, and stressing collectivity rather than 
self-orientation. A consideration of the college course follows which 
Confirms this interpretation and undertakes an analys4s of the primary 
value orientations of the college. 
UE COLLEGE COURSE  
It is neither possible nor necessary to describe in exact detail 
every aspect of the college course. The emphasis here will be upon the 
_Aucation course, but as this accounts for only approximately two fifths 
of the time-tabled time, some description of the other courses must be 
given. In the college prospectus it is :.toted: 
"A tutorial method of teaching is used and much of the work is dote 
individually and in small group seminars" 
here again the emphasis upon the individual may be noted, and the stud-
ent's early experiences in college serve to reinforce learning the appro-
priate value orientation towards all aspects of education which the formal 
organisation of college appears to promote. 
On entering college the student encounters three major organisational 
features of the curriculum, the Introductory Course, the hain Course and 
the Education Course. 
The Introductory Course  
6tudents are placed for their first half term in college in six 
groups of approximately twenty, on the basis of their interview groups. 
Staff are similarly grouped so that on the first day of college the 
students will not only meet other students who they may remember from 
the same interview panel, but they will also meet the staff who inter-
viewed them. The stress is on, as it was in the interview, "making the 
sLudent feel at home", and the hope of the staff is that this familiarity 
will ease the transfer from school or work to college. The stated aim 
of the course, which occupies two days each week, is "in getting to know 
the college and its London environment" (College prospectus p.2.). It 
has been the further aim of the Principal that tne course should be an 
introduction to the college way of working. This way of working, in 
terms of the introductory course, is characterised by informality and 
lack of clearly structured short term objectives. 
The five or six members of staff who have been grouped according to 
their interview participation meet before the course to decide what their 
particular procedures will be within the general framework of "getting 
to know the college and its London environment". The courses which 
emerge are various, and take account of the particular interests and 
qualifications of the tutors, but certain common features can be noted. 
First, the students are sent out into London a good deal, often on their 
own, but occasionally with tutors. They are given a very free choice of 
what they may study. Many of the interview sample complained of the 
"looseness", "vagueness" and "ambisuity" of the course. One group, 
because of the interest of a particular tutor, did a Food deal of photo-
graphy in London; another group prepared an itinerary for an imagined 
school visit to London. This school focus was unusual - it was the only 
introductory group gearing itself to a school situation. Another group 
studied the underground rivers of London; and another undertook a study 
of the docks. 
A second feature of the introductory course is in its lack of lect-
ures or direct teaching. Group discussions with staff is Vele major for-
mal orsanisational feature and an attempt is invariably made in each 
group on the part of the staff to assume a non-directive role and to 
encourage the students to assume responsibility for leadins discussion or 
living information to the group. This interchange of roles, with 
students leading and teaching had been specifically recommended by he 
 
Principal, as an introduction to desirable classroom practice. 
A third feature, less easily discernible for all groups as the 
writer participated only in one group each year, is that the degree of 
staff involvement tends to be fairly small. In the groups studied by 
participant-observation the total time of staff-student interaction was 
less than one quarter of the total time available. From conversation 
with staff in other groups, from indirect observation, and from discuss-
ion with students in the interval sample there is no reason so believe 
that the writer's group experience was untypical. 
No evaluation of the work carried out in the introductory course 
was attempted. This lack of any systematic evaluation procedures 
characterises much of the college course. There is a feelin" among a 
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number of the collene staff that it is impossible, unnecessary or undesir-
able. Exhibitions of work completed by the groups were however set up 
in various rooms throughout college and all students were given tAe 
opportunity to look at the work of other groups. This formal similarity 
with Primary school project work may be noted. 
Thus the introductory Course is intended to fulfil a pro eseional 
and a social purpose - to introduce the student to a "way of woricing" 
which may be used in schools and to learn about London and about tutors. 
Similarly it is meant to afford tutors the opportunity to learn about 
the students in an informal atmosphere. The evidence from tne interview 
sample shows that students rate the value of the course very low indeed. 
The interview sample of this study were asked on several occasions 
their impressions of the Introductory Course, and whether tey felt that 
it had contributed to their knowledge or understanding of the role of 
tae teacher. The replies show remarkable uniformity, for all students 
are alike in their agreement that, as far as they could see, they learned 
nothing about the teacher's task from the course. Only a small minority 
had enjoyed the course, and this was usually for the personal freedom it 
had offered them to pursue their own intersts (which in two cases appeared 
to have nothing whatever to do with teacher education!). The great 
majority of students appear to have been puzzled* confused and disappoint-
ed with this initial introduction to teacher training. 
There was much general and particular criticism of lack of aims or 
direction in the course, and few saw any link between classroom proced-
ures and the course. What is obvious from the interview is that the 
initial expectations of the students were certainly not fulfilled by this 
aspect of the college course. 'There was a feeling of drift and lack of 
positiveness, and Lew students tnought that they had "got to know the 
staff well" during the four weeks, several students indeed were surprised 
to learn that certain members of staff were attached to their group. 
The amount of staff-student interaction (as measured merely by length of 
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time when two groups were physically present in the same place) appears, 
from student report, to have been small. 
Five students did however comment that what they had learned during 
the course was "not to work" and one mentioned specifically that she had 
learned "the wrong habits" during the course - referring to attitudes 
toward college work. Day students were particularly critical of the 
stated aims of the course arguing that they already knew well, and 
would have preferred work more directl y :-:eared towards teaching and 
children. Thus, in terms of such stated aims as do exist, the Introduct-
ory course is not seen as a success by students who feel a need for 
more direct school experience. The impact upon studats would appear 
to be a negative one of general discontent. 
In spite of the apparently unsuccessful nature of the course it is 
worth emphasising that its formal aims, imprecise as they are, and its 
conduct, epitomise many of the values implicit in the role of the 
teacher as characterised by other college procedures: the value of first 
hand experience, the emphasis upon group feeling, the principle of inte-
i4ration of subjects (even if this was not well practised on the course), 
informality, a stress on personal relationships, and an active involve-
ment with the environment rather than a stress on the academic or intell-
ectual. Like the selection interview, the Introductory course can be 
seen as a microcosm of the process of professional socialisation the 
students undergo. 
Main Course of Study  
All students undertake for all three years of their course, one 
main course or special field of study. The college offers ten main 
courses: Art and Craft, Dance and Drama, 3iology, Divinity, English 
Literature, French, Geography, history, Music and Physics. With the 
sole exception of French there are no formal qualifications deemed 
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absolutely necessary for entry to any of the main courses. It has been 
seen that tie college interview procedure does not lay stress upon 
academic achievement but rather upon personal qualities assessed by 
staff. in selecting a main subject, a similar pattern holds: motivation 
and interest are of great importance. It can be generally argued that 
tne tutors do not choose their students, rather, the students select 
their own main course. however, all students, except especial Entry 
students and ince and Drama students possessed at least an 0 level or 
equivalent in their special field. 
Unlike many colleges, students are given the first half term to 
"sample" various main courses, and to switch their allegiance from that 
shown on their application form. During these four weeks students are 
free to go from tutor to tutor, to make enquiries about what the course 
entails and to find out how suited they are to its demands. this period 
of time is further evidence of the orientation of the college towards 
the individual and away from universalistic demands based purely on 
academic achievement. Similarly, much sympathy is given to students who 
later wish to change their main course of study, and of the 126 students 
in the longitudinal sample of this study,ten changed main course during 
their first year. 
The method of teaching in the main courseiis, as the prospectus 
notes, on tutorial and small group seminar lines. In some subjects this 
is facilitated by favourable staff student ratios as low as 1:3 in two 
courses over all three years of students. Considering only one year of 
students these ratios became even more favourable. Taking the third 
year only of the longitudinal sample, staff-student ratios (to the 
nearest whole number) were: trt and Craft 1:7; Dance and Drama 1:4; 
History 1:8; English 1:5; Geography 1:1; French 1:4; Divinity 1:3; 
Music 1:1; Science 1:2. 
In the two largest departments, Art and Craft, and Dance and Drama 
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which together account for approximately 45 per cent of all students 
in college, it can clearly be seen that the nature of the work calls for 
a good deal of individual and group work on the part of students. It is 
not possible for the writer to comment with total accuracy upon the 
standards and pedagogy characterising each department, but what is advanc-
ed as a strong impression gained over six years of conversation with and 
observation of main course colleagues is that there is a feeling that 
integot and mctivation will help all but the very weakest candidates to 
achieve the required standard. Academic standards are important, but so 
too are the personal qualities of each student. The very low failure 
rate of this college (as in all colleges), is partial evidence for this 
statement, but the individual tuition which is possible on such favour-
able staff student ratios must also be taken into account. 
The evidence of the interview sample is that students perceive 
their main courses as being for their own personal development rather 
than for providing direct links with the role of the practising teacher. 
All acknowledged that the study of the subject in depth probably contri-
buted to their effectiveness as a teacher, but, apart from those students 
whose orientation was toward secondary teaching, this contribution was 
seen in a fairly limited area of teacher activity. It is sunrested that 
many students separate their main course work from what they see as the 
major function of college and regard this study as only very partly 
connected with school and the role of the teacher. Nevertheless, the 
argument of this thesis is that the model of the role of the teacher 
presented by main course tutors in their own teaching, is, whilst main-
taining a due concern for academic standards, congruent with that impli-
cit in the selection procedure and introductory course: informal, 
personal, learner and group centred, and concerned with diffuse involve-
ment with students, rather than maintaining a position of affective 
neutrality mediated through their subject. This diffuse involvement, 
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and a concern for integration of subjects is further fostered by main 
course tutors' active participation in other areas of the three year 
course, particularly supervision of school practice. 
The Education Course  
It is in a consideration of the Education Course over the three 
years of teacher-training that the values and orientations underlying 
the model of the role of the teacher presented by the college become 
most clear. Students look upon the Education Course (including school 
practice) as the major source of learning the norms, values and behav-
iours appropriate to teaching; Chapter 9 gives ample evidence for this. 
The interview sample place school practice and the theory of education 
course in first and second places when asked to identify major sources 
of influence upon their role learning. Further, Education tutors rank 
second to school teachers as a group having had most influence on teacher 
tole learning. 
How much the views expressed as a result of such learning are an 
attitudinal veneer and how much they are an expression of genuine 
belief, issuing in action, is a question examined in greater detail in 
Chapter 9. What may be asserted is that the students themselves pin-
point the Education course as of greatest significance, in relation to 
all other college activities, in the process of professional socializa-
tion. The .Aucation course is therefore examined in some detail, and it 
is suggested that in spite of variations which may exist from tutor, 
the role model presented is both clear and pervasive, and contains those 
elements which Taylor argues stem from the "social and literary roman-
ticism" which has characterised much of English teacher education in 
the first half of this century. 
Several major organisational features may be observed in the 
Education course: school practice; club work; summer vacation work; 
161. 
the undifferentiated first year; age range divisions in the second 
and third years and the nature of assessment procedures; and the system 
of ,-Troup discussion which constitute the dominant mode of teaching and 
interaction. 
SCHOOL PRACTICE 
There are four school practices in the three years of training. A 
two week, mornings only, practice at the start of the second term 
(significantly called "Group Study"); a four week practice in the first 
half of the third term, when all students except a few married women go 
to Suffolk to work in the village schools and live in the villages; a 
four week practice in the fifth term in London schools; and a ten week 
final practice taking almost the whole of term seven. The pattern is 
thus: First Year: Term 2, Group Study, 2 weeks; 
Term 3, Suffolk 4 weeks 
Second Year: Term 5, London 4 weeks 
Third Year: Term 7 Final, London 10 weeks 
Group Study  
The first practice, "group Study", more than any other exemplifies 
the college's educational philosophy. Students are divided into groups 
ranging from five to twenty five, based on the students' own age-range 
preferences as far as possible, and are then placed in a school with 
two to five tutors. The students work, four or five in a classroom, 
each responsible for a group of children, usually between five and eight 
in number. Students are in school only for the mornings of Group Study 
and spend the afternoons with their tutors discussing, as a croup, and 
preparing for the following day. The tutors' role in the school is desi-
gnated as "helping and advising", and the tutor spends the morning 
moving from class to class and from group to group working with the 
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students and children, or just "supervising". All tutors in the College, 
Iducation and Main Course, are involved in this way, there is no role-
differentiation as there will be on the second and third year practices. 
The class teacher tends to play little part in Group Study beyond the 
administrative formalities at the start and end of the morning. 
The closeness of involvement of staff and students on this practice, 
both in the classroom and the discussion groups which follow maximises 
the opportunities for students to learn the attitudes which are deemed 
appropriate by the staff. Their own performance, and that of their 
tutors, is highly visible and therefore there is a good deal of concern 
that, being on constant view, their behaviours should be seen to be 
"right". 	 All students in the interview group comment on this factor 
of "visibility" and the concomitant need to be seen displaying the 
right attitudes. What these attitudes are can be rapidly checked by 
observing the behaviour of the tutors in the classroom, seeing their 
attitudes towards the children and the work. Further, the tutors are 
constantly "on hand", and in the afternoon discussion sessions can be 
questibned on appropriate behaviour in particular circumstances. Thus, 
the tutor's role is also an exposed one here and students have much 
opportunity to learn about staff attitudes. 
In the classroom the student, with her half dozen or so children, 
has been told to provide work for the children, to get to know them 
individually, to establish a relationship, and to observe group pro-
cesses at work. The student has already had a term of observing one 
child, now she is placed in a small group situation as a kind of 
teacher and required to demonstrate not so much the technical skills of 
a teacher, but rather the personal qualities that she is a person 
interesting to children and capable of forming a relationship with 
them. Whilst preparation of work is urged upon the students, it 
appears to be considered more important by the majority of staff that 
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the students' real task is "to get to know the children". 
In the discussion groups in which the writer has taken part, and 
front observation of and conversation with colleagues, words like "acti-
vity", "experience", "discovery", "needs"and "interests" are much used, 
and students are urged to plan their work along these lines. At the 
extreme end of the scale some tutors advise no specific preparation 
before the practice, feeling that this might limit flexibility and 
responsiveness to the children's own characteristics. A strong impre- 
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ssion which students/from this practice, confirmed by the interview 
sample, is one of child-centredness, spilling over into permissiveness. 
Whilst staff do not advise letting the child do as he likes, nonetheless 
this impression is held by a large number of students. The idea of a 
child-centred classroom, rather thanseteacher-centred one is brought 
home to the students as one thought desirable by college. The physical 
organisation of the classroom, with five groups of children working with 
five students reinforces this impression, as does the insistence by 
stair that the work should arise out of the children's needs and interests. 
In all groups an effort is made by the tutors to ensure that child-
ren and students go physically and mentally outside the classroom walls. 
Students are encouraged to take their children out, if possible beyond 
the school walls to the local neighbourhood or even further afield. 
;;hese journeys, however short, are obviously deemed important by the 
staff, and are explained in terms of providing experience and opportuni-
ties for integration of subject matter. A significant point is that in 
the secondary schools where Group Study takes place the same procedures 
are adhered to, and with both first formers and fourth formers many 
similarities with the primary school groups can be observed. 
the problem of discipline arises on Group study, as on all school 
practices. the college approach to the solution of such problems illum-
inates the nature of tutors' views on the authority of the teacher. 
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Using Weber's concepts, an appeal to traditional authority (that based 
on the sacredness of the Social order, the traditional status of the 
teacher) is ruled out. Legal authority too, in its sense of rules govern-
ing relations in a bureaucracy, is similarly not recommended. The nature 
of the social situatiOn (a high degree of inter personal involvement, 
with the student in an ambiguous and ill-defined role), together with the 
student's interpretation of staff wishes, is felt to make either of these 
two types of authority inappropriate. Rather, the authority of the stud- 
ent is seen to be of a highly personal type. It is a combination of 
legal-rational authority (in its sense of being concerned to give reasons 
for action) and charismatic authority. This latter is personal and non- 
rational, based on the qualities of the group leader. The very strong 
emphasis by tutors on developing good personal relationships in the class- 
room is the dominant feature of group study. 
The advice to students experiencing control difficulties is in terms 
of "getting to know the children". great emphasis is placed upon stud-
ents understanding the social and emotional causes of the difficulty, 
and in showing concern for, and interest int the child. It is the 
writer's judgement that such advice tends to locate causes of poor behav-
iour and learning in the home and neighbourhood, rather than in the 
school and classroom. Although advice is given on classroom practice, 
students report that this tends to be of a general rather than a specific 
type, more concerned with understanding reasons for failure than with 
indicating particular courses of action to promote learning. As such, 
students take an increasingly sceptical view of the value of the exper-
ience. Further evidence for this is given in Chapter 9,  but it would 
appear that the dominant qualities of teacher pupil relationships convey. 
ed by tutors to students during Group study are those of diffuseness, 
effectivity and particularism. Childcentredness, the value of group 
work, integration of subject matter characterise the practice, and there 
is a general constellation of feeling about pedagogy conveyed in terms 
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such as "activity", "discovery", and "experience" as valuable ways of 
learning. 
That the staff consider Group Study of great value may be deduced 
from the considerable of time it has been in operation, virtually un-
changed over more than twelve years; and from intensive staff discuss-
ions on teaching practice held during the academic year 1969/70, which 
judged it of very great importance from the point of view of timing, 
placement and its contribution towards student development. 
No literal marks are given by staff for students' performance on 
Group Study; this reluctance to assign a literal or numerical mark to 
an individual is held to be a further indication of the strongly person-
centred characteristic of the college. A written report is made on each 
student bya the tutor who has been most closely involved with her over 
the two weeks. From a review of the comments, successor failure is 
assessed largely in terms of personal qualities and relationship with 
children, and the student's potential is assessed on similar criteria. 
Suffolk Practice  
This four week practice occupies the first half of the summer term, 
and, like Group Study, implies a role of the teacher which is person-
centred, integrative, and diffuse; one concerned with the expressive 
more than with the instrumental aspects of the role. The organisation 
of the practice is the responsibility of the vice-printipal and strong 
personal links have been built up over a period of years by her with the 
head teachers and "hostesses" in the villages in which the students 
teach. students are placed, in self-chosen pairs, in schools and billets 
where it is felt they will "fit". Many personal considerations are taken 
into account in this placing. There is a conscious striving on the part 
if the Education staff responsible to ensure that the individual studenth 
wishes are met as far as aes range of children is concerned; and the 
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personality of students in relation to the personalities of heads, 
teachers and hostesses is quch discussed. Those students who have a 
special diet, or dislike dogs, or intend to take bicycles (all these 
characteristics are asked for on the form the students complete) are 
allocated to what are thought to be suitable placings. 
Students are urged to look upon the four weeks as more than a purely 
school practice. They are recommended to take a full part in village 
life, to get to know the Suffolk countryside and to look upon the time as 
a "total experience" (staff expression) from which they can benefit 
professionally and personally. Six pre-Suffolk meetings are held during 
the preceding term both for administration purposes and for tutors to 
point out the opportunities which are available in Suffolk. These 
meetings stress the extension of the teacher's role beyond the classroom 
and the value of the experience to the students* personal development: 
both in school time and own time the students are urged to "get out 
and explore" (staff expression). If students wish, they are granted 
permission by college to take time off from school to visit distant 
places in East Anglia. 
Students spend the whole four weeks living in the villages and 
working in the village schools. They are requested if possible not to 
return to London, or home, during that period, but rather to make 
Suffolk their base and "exploit its opportunities to tine full" (staff 
expression). All the schools are small, the average size of staff in 
the Primary schools used by the longitudinal sample in 1969 was 4:1. 
Only fourteen students practised in secondary schools and the size of 
the seven schools used ranged from three hundred to six hundred. Disci-
pline in all the schools is agreed by tutors and students to present 
fewer problems than in London. 
The college instructions to students and to schools suggest that 
students work their way gradually into the task of teaching, beginning 
by taking small groups of children and spending the first week getting 
167. 
to know the children and the staff. Although students are required to 
write to their headteachers before the practice to ask for information 
about the school and class, there is no formal college requirement for 
preparation of schemes of work in advance of the practice. Rather, 
students are advised to study the needs and interests of the children and 
the opportunities offered by the local environment, and as they get to 
know these better during the practice, to base their teaching upon them. 
"Getting to know" is a much used phrase in the pre-Suffolk sessions, and 
implies a teacher's role which is non authoritarian and learner rather 
than teacher centred. 
Supervision of the practice by tutors is close, but is concerned as 
much with the students' personal welfare as with their school perfor-
mance. Approximately six tutors, education and main course, live in a 
hotel in Bury St. Edmunds for each week of the practice. They have no 
obligations for the week they stay in Suffolk other than responsibilities 
for the students. Consequently, individual students are much discussed, 
and a good deal of attention is focussed upon problem cases. It is indi-
cative of the diffuseness of the tutor's role that on the Sunday on 
which the students travel to Suffolk, tutors use their cars to ferry 
those with difficult journeys from railway station to billets. All 
billets are visited within the first few days ostensibly to deliver 
payment cheques, but in reality to ensure that students and hostesses are 
well matched. This diffuse commitment continues throughout the practice, 
and early evening visiting, of billets continues. Students are encouraged 
to contact the tutors on any matter, professional or personal, which is 
giving cause for concern. On the first weekend all students are invited 
to an informal coffee morning at the hotel with tutors. In 1969 over 
70 per cent of students took part in this informal meeting. 
Schools are visited by tutors weekly, or more frequently if problems 
occur, and a written record is kept of each visit. Tutors urge students 
to look upon these visits as friendly and helpful approaches; they 
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wish their role to be seen as advisory rather than supervisory or assess-
ing. irom the evidence of the interview sample this is not how the 
students view Lae tutors' visits. etudents showed appreciation of the 
fact that they were not entirely cut off from college for four weeks, 
but there was a good deal of criticism, tae visits being seen as unhelp-
ful, often too short, and too little concerned with professional 
masters. There was a certain ambivalence in the students' view of the 
tutors, on the one nand wanting to be loft alone without the interference, 
as they saw it, of someone coming in to assess their performance, and 
on the other Band of wanting frequent visits for pedagogic help and 
advice. This ambivalence snows up in tne development of the student 
perspective on teaching practice discussed in Chapter 9. _One tutors' 
view of their role is tnus not congruent with that seen byfthe students. 
ihe organisational features of the ecnools support a view of 
teacher's role as diffuse and effectively oriented. _they tend to be 
small, often with no staff roome, teaceers responsible for a. wide age 
and ability range of children, eiterelatively few discipline problems. 
iurtner, students lived in tee village, often at the home of one of 
the school's children, thus seeing many of the children after 4.0 p.m* 
eneae organisational characteristics could be argued to foster this 
child centred view of the teacner's role. chose students who found 
themselves in what trey saw as "forma" situations k;ended to be 
critical of their teachers, and expressed regret at not having been 
allowed to teach in a "Ireer" way. 
only one student interviewed reported not enjoying the Juffolk 
practice, and all except one report it as a significant experience in 
role-learning, although they do not accord it as much sinnificance as 
the two subsequent practices. Much emphasis was placed upon the 
difference between London and Suffolk schools and chileren, those in 
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Suffolk being seen as "much easier" (student expression) than London. 
In the students' minds there appears to be a good deal of situational 
specificity relating to teaching practice (Chapter 7), and whilst the 
general complaint against all practices is their "artificiality", 
criticism of the Suffolk practice was in terms of its being too unlike 
London, and insufficiently preparing them for the difficulties in the 
following practice. Nonetheless only one student regretted having gone 
to Suffolk, and none wished the Suffolk uractice not to continue, 
seeine it, on balance, as a. valuable personal and professional 
experience. 
A review was carried out of a 45 per cent sample of the files kept 
by students durine the practice, Students are asked to keep in these 
files lesson preparation notes, lesson assessment notes recording how 
the lesson succeeded, and, optionally, details of their own experiences 
out of school. The overwhelming proportion of files (48 out of 51) 
showed that "assessment" notes occupied between three and five times 
the amount of space as "preparation" notes. The 'concentration in 
these assessment notes was on a description of how the day had gone, 
with emphasis upon individual children's activities, and with some 
speculation as to causes of behaviour. The files constitute an enormous 
weight of evidence of sympathy and concern for individual children, and 
an expressed desire for free and inliermal ways of working. Discussion 
of the teaching practice perspective in Chapter 9 must raise doubts 
about the value of such files as it must be remembered that they are 
written with regard to their readership - the tutors. What can be 
stated with certainty is that students show little awareness of the reed 
to look very critically at content and technique. Hardly any student 
located failures or weaknesses in her own lesson plans and execution. 
Some 45 of 51 students had fairly extensive sections of their 
files devoted to their own "explorations" in Suffolk, with evidence of 
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visits to places of interest in the region. 
Second Year Practice  
Students undertake a four week practice (or more accurately three 
weeks and three days) in London schools during the first half of the 
Spring term. Due to the presence of many Colleges of Education in 
London, the consequent demand for school practice places, and the loca-
tion of the college in an area characterised by social disadvantage, 
there is general agreement among tutors that many of the classes which 
the college must use for practice present major difficulties for a 
student. These difficulties are largely in terms of children's behav-
iour problems, for in the second and third year practices "discipline" 
is singled out by students as their major concern. Nonetheless, in 
spite of this, and the apparent similarity of the second and third year 
practices with a sore conventional form of school practice than students 
have so far experienced, it is argued that the major value orientations 
of college may still be discerned. 
As far as possible students' wishes on age range, method of class 
organisation, and journey to school, are satisfied during the placement 
meeting held by the Education department. Again, personal characteris-
tics of students are taken into account when allocating them to schools. 
Students are required to make a preliminary visit to the school, but 
the need for flexibility in preparation is stressed: the value of 
looking at the children, "getting to know them", and as the practice 
proceeds following their interests in preparing lessons. -)etailed 
schemes of work are not demanded; only two out of six Education tutors 
requested them in abbreviated form before the practice. 
Students are again advised to start with groups, rather than with 
the whole class, and the emphasis is upon gradually assuming more 
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responsibility. There is no formal requirement about the proportion of 
time a student should be teaching (i.e. responsible for the class or a 
group) or about the fraction of the class for which she should be respon-
sible. Interview group students report very varied experience. Two had 
started almost full time teachinF from the second day of the practice, 
whilst three report that even by the end of the practice they were 
responsible for the whole class for only very short periods of each day. 
It is however, not only differing clasa^s and teachers which makes such 
a situation possible, for the college emphasis upon flexibility of 
arrangement places a good deal of responsibility upon the student for 
arranging her own "take-over" programme, and several students chose to 
delay assuming anything like full-time or even half time responsibility 
for as long as possible. 
All students in the interview sample reported experiencing some 
conflict over what they construed as the requirement of college ("to 
work informally") and the situation they found in their schools, where 
they reported that freedom or flexibility were liable to be interpreted 
by children as an excuse for licence. What was at issue for students 
was the difficulty of applying informal methods in classes where they 
felt their personal authority was fragile and at risk. Thus, much 
anxiety was expressed about adjusting the college requirements to the 
realities of the situation. 
Inspection of student's files again reveals their pre-occupation with 
describing and attempting to explain behaviour - particularly bad 
behaviour-in terms of out of school phenomena, rather than upon teaching 
technique. There is an emphasis by students, and by tutors, on the 
need to sympathise with, and understand, individual children. A 
typical remark in the files after a description of bad behaviour or 
non-cooperation by a child is: "but how could you expect otherwise, 
because 	 " and an account of the child's home life and environ- 
ment follows. 
The tutor's role in regard to school practice again reflects the 
college's recommended view of teacher role. Tutors are certainly con-
cerned for the students' performance as teachers, and seem equally 
concerned with them as persons. The student is supervised by two tutors: 
her Education tutor (who is responsible for approximately twenty students) 
and a main course tutor, known as a school tutor, whose formal obligation 
is to visit the school regularly. The school tutor has an average five 
students. It is significantly indicative of college's interpretation of 
the teacher's role that only in secondary schools - and not then always - 
it is felt necessary that a student should be supervised by a tutor from 
her own main course. In the second year practice less than iifteen per 
cent of students in primary schools were supervised by a tutor of the 
same specialism. The schwa tutor signs voluntarily for the schools he 
wishes to visit and for the students in those schools. Discussion 
reveals that there is general consensus that generally it is a "good 
thing" for students not to be supervised in schools by their own main 
course tutor. This is seen as aiding the notion of integration of 
subjects. 
On the other hand there is agreement that the tutors should know 
the student in some way if possible% previous knowledge from the inter-
view, introductory course, or some other course being felt desirable. 
The emphasis is very much on personal relationships between student and 
tutor: a reflection of the student-child relationship in school. Most 
tutors (School and Educatidn) interpret their role as seeing the student 
both in school and in the evening in college, but there was a good deal 
of criticism from the interview sample about the lack of help on prof-
essional pedagogic matters. Again, students experienced conflict over 
tutors' visf is to schools, wishing them to be more frequent and more 
helpful, and yet at the same time wishing them to be less frequent as 
they were seen in terms of supervision and assessment. The apparent 
friendliness of tutors was often commented on; but so was the desire 
for detailed professional assistance rather than generalised statements 
of F:oodwill. What students said they wanted was detailed constructive 
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criticism of a lesson0 tutor had seen for a substantial period of time, 
with practical suggestions for improvement. What they felt they got 
were general statements of satisfaction on a briefly observed lesson, 
without much practical help. 
It is suggestedithat on this practice the students felt their 
performance is handicapped both by the difficulties of the school situa-
tion and the lack of expert guidance from college. The interview sample 
evidence suggests that by the end of the second year practice students 
see the college as a source of general principles about the teacher's 
role, the implementation of those principles they see largely as being 
left up to the individual student's own initiative. Specific advice 
from tutors is limited, as the interview group see it, both by infrequent 
contact and arising out of general college policy. The general principles, 
although described in less specific terms are clearly discerned as 
childcentredness, diffuse involvement, particularism and effectivity. 
School tutors write a report on the students they have supervised. 
An examination of these reports show that again a major criterion for 
assessing success and potential is the quality of personal relationships 
with children. Successful performance tends to be determined in terms 
of a sympathetic attitude and rood "contact" with children rather than 
in measures of children's learning. This stress on relationships is 
taken as indicating the person-centred orientation of college towards 
students and to the role of the teacher. 
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Final School Practice  
This practice occupies effectively the whole of the first term of 
the third year lasting for ten full weeks. It takes place in London 
schools and again diaatisfaction is expressed by staff and by students 
that because of external pressures a number of the schools and classes 
used are felt to be unsuitable for student-teaching. The practice is 
seen by students as the crucial school experience in their college 
career and (Chapter 9) a great deal of anxiety is generated. Students 
expect it to be a difficult period and for the majority this proves to 
be the case. 
Jtudents visit their schools before the practicw ahA there is more 
pressure from tutors for preparatory work. however, too much preparation 
is discouraged as tutors are still largely concerned to encourage the 
students to study their particular class of children in the early weeks 
of the practice and to gear teacning to the children's needs and inter-
ests. The advice given to all students is again to gradually take over 
their classes, assuming almost full responsibility for the second half 
of the practice. The college view is that on this practice, students 
enter as junior colleagues, and their presence in school for almost a 
whole term with do much to making them accepted as members of staff by 
pupils and teachers alike. 
The organisation of supervision of the practice is similar to that 
of the second year. The assessment component of the tutor's role 
figures prominently in students' minds, and it would seem that staff 
and similarly more preoccupied with grading, even although they are at 
pains to discount this aspect of their function when speaking to 
students. Criteria for assessment also appear similar to previous 
practices, the nature of personal relationships being the major focus of 
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staff comments on performance, both in written reports and at the final 
assessment meeting. 
TnE COLLEGE CLUBS  
"The college clubs are the core of the Education Course" states a 
duplicated handout to students prepared by the College of education 
Department in 1968. The clubs take up at least one-third of the time-
tabled education time during the first and second year and an examination 
of them reveals the same characteristics noted in other parts of the 
course. This orientates the teacher's role towards childcentredness, 
affectivity and particularism, with a stress on activity, experience and 
discovery as characterising method. Pococke (1966) has described the 
work of the College Clubs in much detail which supports this interpreta-
tion. 
In her first week in ColleEe each student is allocated a child aged 
between three and ten years. Students are given the opportunity to choose 
the age of the child they would prefer, and alloca.ion takes account of 
these preferences. For the whole of the first year each student meets 
her child on dednesday afternoons each week, calling at the child's 
home to collect him, bringing him to college for a session of up to two 
hours, then walking home with the child. 
What the student and child do together in college is lar ely a 
matter decided by the child. The college has certain well equipped 
playrooms set aside for use of club children, with clay, sand, painting 
and modelling materials, games and toys. The children make use of these 
rooms, or "play" around the college; in the summer they make use of the 
local park. The student's role is an informal, friendly one. She is 
not a teacher, and this fact is stressed by tutors who are concerned 
that "healthy relationships" (staff expression) should develop in a 
situation which does not resemble school. Nonetheless, the implicit 
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and explicit purpose of clubs is that through the study of an individual 
child the student will learn the role of the teacher more effectively: 
"the study of the growth and development of children together 
with the social relationships they form, is made the focal 
point of the curriculum" (Pococke, 1966, p.1.) 
Each week students write what they have observed their child saying 
or doing. The weekly notes are submitted to Education tutors, and a 
weekly timetabled "club meeting" is held to discuss aspects of child 
development which arise out of the work. As a. socialisation procef-s 
this procedure would appear to be thorough and effective. There is 
regularity of contact with child and tutor, and regular supervision of 
what is being written affords many opportunities for the student to 
learn what is deemed valuable by the Education staff. The importance 
of clubs is emphasised both by the timetabled allocation and by the 
tutors' comments. The focus on an individual child, and the stressing 
of the value of good relationships implies a teacher's role which is 
similarly orientated. 
Pococke provides evidence that the weekly note-writi is largely 
in terms of description with some intuitive interpretations of behaviour 
on the part of the students. Although the club work underlies the 
Education course, the overwhelming impression from Pococke and from 
the writer's participant observation is that much weight is placed by 
tutors upon the intuitive and the intangible, upon relationships, 
rather than upon closely detailed observation. or upon child study based 
on a foundation of rigorous study of texts. The uniqueness of each 
child is stressed, and whilst Pococke selects certain classifications 
of child development for comment, students are not required to structure 
their own observations in this way. Thus, by implication, the role of 
the teacher which is implied is one ',which emphasises greatly individual 
differences, the uniqueness of the child, the informal relationship 
between teacher and pupil, and one which stresses the value of experience 
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rater than of subjects as a basis for the curriculum. The primary 
scaool orientation of college can also be discerned as can the concern 
with the child in relation to his immediate environment. (Pococke,1966, 
p 106) 
In the second year of the course, students are j.ven the opportunity 
to undertake their club work in schools, rather than in college with an 
individual child. Forty six percent of the longitudinal sample chose to 
work in schools. The focus of school based club work is not upon formal 
class teaching but upon individual and small group work. Whereever 
possible arrangements are made for students to take their children out 
of school to places of local interest. 'ood relationships are much 
stressed by staff, and their value echoed in students' notes and behav-
iour. 
the interview sample's views on the value of club work shows much 
uniformity. There is a high degree of consensus that in terms of 
learning about one particular child, the club situation is regarded very 
favourably. Those students who had chosen to change to acnool based 
clubs in their second year expressed dissatisfaction with the idea of 
studying one child for two years and preferred the opportunity to work 
with groups in a school situation, even if it was not what they generally 
regarded as "teaching". 
No student questioned the necessity of deep knowledge of child 
development to a teacher, but the second year school-based students 
questioned whether suct a knowledge could come from the club arrangement. 
They, end to a lesser extent, the students who chose to remain with 
their children for two years, required such sore structured courses in 
child development, questioning whether such knowledge could come from 
their observation, notes and the club discussion periods. 1 =e artifi-
ciality of a one to one relationship was stressed, and only three out 
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of eighteen considered that clubs had been of direct help to them in 
learning the role of the teacher. All three had chosen to remain with 
their child for two years. when all students in the longitudinal sample 
were asked to assess the value of the club experience to them, they 
placed it fourth alter scnool practice, education lectures and discussion, 
and informal discussion with other students. 
The centrality of tne club experience to the Education course 
provides further evidence that the college is attempting to socialise 
students into a teacher's role waicn is child-centred, informal, based 
on a personal relationship between teacher and pupil, concerned greatly 
with emotional and social development of the child, and calling for 
diffuse involvement. All these characteristics are evident in the week 
to week activities of club work. 
SUMMER VACATION WORK - FIRST YEAR 
All students are required to undertake "at least two week's residen-
tial work in Children's homes, hospitals, Camps etc." (College prospec-
tus, undated). During this fortnight of intense involvement with children 
the students keep a detailed daily record which they present to tutors 
at the start of the Autumn term. Each student's record and assessment of 
her experience is discussed in individual tutorials. 2he work in educa-
tion groups during the next term arises largely out of this experience 
and is concerned with a study of the child in the family. 
The fornal requirement of this piece of vacation work involving 
close, intense and diffuse interaction with children, and the follow-up 
work based on that experience, may be interpreted as a significant 
contribution towards the view of the teacher's role which pervades the 
Education course. Apart from Club notes this piece of work for many 
students is the first major written assignment in Education. 
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TEE UNDIFFERENTIATED FIRST YEAR COURSE  
During their first year in college students follow an undifferentiated 
course in Education. Age range choices are not made until the start of 
the second year. Education Work is in groups, each containing twenty one 
students. ihe work of the group centres a ,-,00d deal around the clubs, 
and regular discussions are held in which individual children are consid-
ered, with the weekly club notes forming the basis for discussion. In 
addition students visit infant, junior and secondary schools in their 
first term and write reports on these visits, which again are discussed 
in the Education groups. 
This method of group discussion with a tutor always present suggests 
a mode of professional socialisation on the part of the college which, 
by allowing frequent interaction, allows the students to learn quickly 
the college attitude towards teaching. Tne interview sample are unanim-
ous in agreeing that this attitude is perceived as the child-centred one 
described earlier. Further, the interview sample evidence suggests that 
students detect in the undifferentiated first year course a strong 
Primary school bias, seeing the emphasis upon the individual childAupon 
approval for activity methods. 
Year lectures are not an approved form of teaching in the college, 
except for a few talks by outside speakers. Similarly, it is the view 
of the Education Department that the first year is coo early to start on 
any formal study of the disciplines of education. The firs; year course 
is largely geared to the experiences the students are having, or will 
have, in club or in school. the requirement of regular handing in of 
weekly notes, the weekly meetings of the Club/Education groups provides 
the channels for both communication and control. Although students in 
the interview sample claimed that they "did not know what was expected 
ofthem" in the first year, they also agreed that they detected in the 
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apparent informality of the college procedure the conception of the 
teacher's role which they felt college was concerned to foster. 
At the start of the second year, students choose the age-range for 
which they wish to train over the following two years. The groupings 
offered are First School (children 5 - 9 years) and Biddle School 
(children 9 - 13 years). Up to 1969, the groupings offered were Infant/ 
Junior, Junior and Junior/Secondary. The proportion choosing older 
as against younger children remains, over the years, remarkably constant, 
two thirds opting for the lower age groups (1966.69, 68 per cent; 
1967-70, 63 per cent; 1963-71, 66 per cent). 
TEE SECOND AND THIRD YEAR EDUCATION COURSE  
During the second year within the Education Groups the course 
becomes differentiated to suit the needs of the particular age range. 
The method of teaching of the first year is,with one exception, unchanged. 
The student still spends over one third of her time in the second year 
on club work, one third La Education discussion groups, and the remainder 
on a more formal inter-disciplinary study of education. This inter-
disciplinary study is carried out by bringing two Education groups 
to,ether to consider for three weeks a topic (for example, Authority, 
Curriculum, School and Community* Child Development), using the concorts 
of a particular discipline to view the topic. Thus, an individual 
student will listen* with forty other students, to lectures treating the 
topic from the standpoint of the philosophy, psychology and sociology of 
education, and will, in this larger group, have the opportunity for 
questions and discussion. It is significant that the lectures are 
given to smaller groups than a year group, suggesting that college does 
not consider this as valuable a way of transmitting information and 
facilitating learning as the group of forty students. Even in these 
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"formal" sessions, which organisationally and methodologically seem 
to run counter to much of the rest of the nAucation course* a. conscious 
effort is seen to adjust the lecture situation to the pervading orienta-
tion towards the role of the teacher. It is also significant that up to 
a year before this lonitudinal study, such lectures did not figure in 
the course, but that all education was carried on by individunl tutors 
with their own croups. 
The work in the 1Aucation Groups proceeds, as in the first year, 
by discussion and individual tutorials. Again, the opportunities for 
the tutor's views on education to become highly visible are built into 
the system, and students have, in the regular contact, many opportunities 
of learning, or at least learning about, the particular view of the teach-
er's role held by the tutor. Although the work is increasingly differ-
entiated by age-ranee, the focus upon the individual child and the value 
of relationships continues. Over-one fifth of the curriculum of the 
second year is devoted to a study of special education, with visits to 
sc:tools, speakers and films. 
In the third year the study of education is reduced to little more 
than a term. Term seven is almost entirely taken up with teaching 
practice and only tour weeks of term nine are available for formal teach-
in. The major foci of this year's work are the student's special 
exercise and preparation for assessment. The special exercise forms 
one quarter of the student's final mark in the theory of education. 
Students select a topic in which they are interested, and, in consulta-
tion with their tutor, undertake an investigation which issues, in the 
final term,-in a ten thousand word file, often lavishly illustrated. 
.:Aucation croups meet onee weekly in the third year, mainly to 
continue the interdisciplinary study of education begun in year two. 
Most work is done in individual tutorials on the Special study, and 
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interview students report a feeling of the course "winding down" as 
they become increasingly occupied with the coming problem of assessment. 
The nature of the college's assessment procedures reveals again 
certain similar features to its organisation and methods of teaching. 
For three years prior to this investigation the college was the only 
college in the London Area Training Organisation to use continuous assess-
ment only as its mode of certification in education. students in those 
years took none of the three-hour examinations which characterise the 
usual method of assessment in education. however, the year before the 
longitudinal sample enteredIthe college reverted to more conventional 
means of assessment. This reversion was against college wishes, but the 
experimental period granted by the University of London expired and it 
was felt more appropriate to join with other colleges who were interested 
in joining a modified form of the assessment process. 
In 1971 half of the education mark consisted of the special exercise 
and course work, weighted equally. Course work consisted of written 
work underaken during the three years representing social, psychological 
and philosophical aspects of education. For many students a major part 
of this work was represented by Club notes and summaries, First year 
summer vacation and follow up work, and follow up work from the Suffolk 
teaching practice. As noted in Chapter 9 it was by no means unusual for 
students to experience difficulty in gathering together sufficient 
evidence to submit as course work. The last term of the third year was 
spent by some students in re-writing (or writing) essays in order to 
have a representative spread of work. 
The other half of the examination consisted of two papers: a 
traditional three hour three question paper, and a three hour problem 
centred paper prepared by the college. This latter presented a profile 
of a school, a class or a child, and students were required to write on 
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the problems presented in the paper. tis the paper was compiled by 
college staff, care was taken to ensure that the material of the problems 
was within the students' experience, having been discussed in education 
groups. 
Thus, the college assessment procedures'it is argued reflectan 
unwillingness to accept the validity of the traditional form of examina-
tion. If it had been possible the education course would have continued 
to have been evaluated by assessment only, consisting of course work and 
special exercise. This is seen by staff as appropriate to evaluate the 
principle on ..which the education course is based: that "students take 
responsibility for their own work" (hducation Department handout, 1963). 
',:hat can also be seen is something of an unwillingness to specify, in 
objective terms, those cognitive criteria against which attainment may 
be reasured. 
Mention should be made of provision for courses other than .education 
or Main Fields Study. These are examined in some detail in Chapter 9 
together with a record of student reactions to such causes. here it is 
sufficient to say that they constitute what in other colleges are desig-
nated "curriculum" or "method" courses. They represent an introduction 
to basic concepts and methods of teaching in subjects other than the 
students main course. It is i'elt to be highly significant that in the 
college studied such terms are avoided, and they are referred to by 
tutors as "Part 111 courses". The purpose of such nomenclature i8 to 
avoid any hint of "tips for teachers" or very specific courses in method-
ology which might otherwise be assumed. Courses provided are not regarded 
in this way by staff. 
All students follow courses in .Snglish, Divinity, Physical Education 
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and Mathematics and have a choice of options in other subjects. Such - 
courses occupy only a small part of the student's timetable; it is 
possible for example for a student to experience less than twenty hours 
of mathematics teaching during the whole three years. The method of 
teaching on Part 111 courses parallels that in Lducation and Main Course. 
There is much emphasis on group discussion and individual topic work. 
Systematic introduction to methods of teaching are unusual, except in 
the Physical nducation Course. Tutors tend to look upon themselves as 
resources to be called upon when students are experiencing difficulty in 
working on material made available for them. There is no formal 
assessment procedure in the courses. 
In the third. year the only Part 111 course offered, for all students, 
is significantly one on "personal responsibility". This constitutes 
approximately a half term's work on moral education, 2eared more to 
student problems than to school. Outside speakers and group discussion 
on such topics as sex education and community service typify tho course. 
The course is accorded considerable importance by the Principal, and in 
the Academic Board is spoken of as "contributing to the personal develop-
ment of the individual student". In its concern for the interpersonal 
and affective, it is highly characteristic of the Collece. 
Values 
Taylor states that it is at the levels of the social system and 
personality that empirical evidence is particularly lackinT regarding 
the values of teacher educaLion: 
"We do not have much to go on when it comes to exanininL: the 
extent to which the symbol system that (prospectuses etc) reflect 
is important in influencing action systems within individual 
colle;es, or in shaping the individual student's value 
orientations to his future task or the way in which he performs 
it". (Taylor, 1969a, p272) 
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The description of the college given in this chapter makes it possible, 
together with other evidence in this investigation, to distinguish a aet 
of values which inform action in one college. Analysis of selection 
procedures and the course itself show that this college embodies a 
particular complex of social and educational values which are highly 
visible to students and which convey a particular view of the teacher's 
role. These are essentially the values of social cohesion through 
consensus (Parsons, 1961); a view of the teacher as an agent of social 
cohesion, and a concern to ensure identification with those values both 
cognitively and affectively. Such values, it is claimed, can be charact-
erised as chilbentred; Primary orientated; integrative of subject 
matter; stressing experience, -21,4y and discovery; conservative; and 
suspicion of the role of the intellect. 
Ghildcentredness is used mainly in the sense that the child, rather 
than knowledge itself is the major focus of the educational process. 
Taylor's examination of the concept suGgests that it is concerned to 
secure the student's commitment to the role of the teacher not as a job 
but as a vocation. This implies diffuse commitment which will issue in 
action as the assumption of responsibility for the socialisation of the 
child. The diffuseness of the teacher's role has been made very clear 
in the preceding analysis of the college. Students are encouraged to 
define their role-responsibilities very widely and to centre their 
teaching role upon the child rather than upon a subject. The strong 
Primary school orientation of the college is evidence of concern to 
promote this view of the teacher's role. Students' experience in the 
college reflects that which is recommended for primary children: there 
is great emphasis upon gearing the course to the needs and interests 
of individual students who are encouraged to take responsibility for 
their own learning. Thus the expressive aspect of the teacher's role 
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is given prime significance and its instrumental aspect is seen as 
contingent upon the feeling tone of pupil-teacher or student-tutor 
relationships. 
Childcentrednees as the central educational value of college places 
a lower rating upon knowledge itself. In its view of the organisation 
of knowledge the education course clearly encourages an integrative 
approach stressing links between disciplines and a blurring of subject 
boundaries. The Introductory Course, oommon to all students, celebrates 
this value most evidently, but throughout the course, and particularly 
in advice given on school practice, there is a concern to avoid sharp 
differentiation between subjects. This is implemented in a series of 
practices which emphasise experience, activity, play and discovery as 
keys to learning both in school and college. In college this takes the 
form of discussion methods of teaching (but rarely involving preparation 
of seminar papers); stress on visits outside colleg • and practical, 
problem-centred work in curriculum subjects. A lecture-based, synoptic, 
structuring approach by tutors is not a feature of college teaching. 
"conservative" as characterising the college is used to denote that 
it is an institution concerned to maintain social cohesion by consensus. 
It has been noted that the college selection procedures are concerned to 
reject candidates who are seen as too dominant or too forceful. There 
is a lack of concern to question social structure, an avoidance of 
discussion of controversial social issues, and a concentration upon 
educational practices which may appear designed to promote change but 
which can be seen as ensuring stability. The college concerns itself, 
like many others, with criticism of the culture rather than structure of 
society. Thus, it reflects the spirit of its foundation in seeing 
industrialisation as essentially dehumanising and the role of the 
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teacher to brire; some relief to the culturally impoverished created by 
modern society. This missionary approach is not concerned to criticise 
what Taylor picks out as the major structural and economic features of 
society - the class system, the effects of the division of labour on 
the distribution of income and wealth. Discussion of politics and of 
such controversial issues as race or violence are avoided, or, when 
raised, safely neutralised in group discussion on (for example) the 
teaching of immigrant children. The childcentred orientation of the 
college, ostensibly to promote change or to enable the child to cope 
with change, can be seen as more concerned to ensure stability. Thus, 
the child is educated to function within his existing social milieu, 
and the teacher, following the needs and interests of the children, 
is in danger of narrowing their social opportunities. 
Some suspicion of the role of the intellect is held to characterise 
the college. There is a stress upon the intuitive and intangible, 
most clearly seen in the high value put on interpersonal relations and 
group processes in college and school. It is argued that there is 
some unwillingness to critically examine such concepts as discovery and 
activity (Dearden, 1969) which underpin recommended methods of teaching 
and learning for students and children. Taylor argues that the 
teaeheA capacity for socialising the child are strengthened when he 
operates within a framework of social attitudes and assumptions that 
value cohesion rather than conflict, loyal - y rather than disengagement, 
and stability rather than change. It is suggested that these orientations 
similarly discourage critical analysis of concepts and practicesand 
attempt to encourage agreement through group discussions. Detailed 
examination of evidence, analysis of the act of teaching, and attempts 
at fairly precise specification of objectives of reading are not 
marked features of the college. In selection procedures, desirable 
personality characteristics are not systematically objectified, intuition 
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actin on person centred criteria bein':7 the guide to suitability. 
It is possible that this results in the selection of students more 
likely to conform. Discussion, the dominant mode of procedure, 
could bt construed as mE:nipulative socialisation, as tutors by 
susgestion and action present a particular model of the teacher. It 
can therefore be argued that college procedures do not represent an 
initiation into the rational life where "the critical quer-., for 
reasons is a dominant and integrating motive". (Echeffler, 1965) 
189. 
Chapter 6 
FINDINGS - TESTING OF HYPOT1i3SES  
This chapter examines changes in students* role conceptions 
as measured by the Role Definition Instrument. Unless otherwise 
stated, total RDI scores are used to measure change. This is the 
method conventionally used by researchers to measure changes in 
student attitudes to education, or to a particular aspect of 
education, during a course of teacher training (Finla„son and Cohen, 
1967; Butcher, 1965; Mclieish, 1970; and other studies reviewed in 
Chapter 2). As has been noted, most studies are cross sectional. 
A common omission from longitudinal studies is a failure to account 
for "dropouts". liere, no account is taken oi the scores of those 
students who left college in the period between first and last 
testing. The benefit of such a procedure is to ensure that the 
sample compared consists of the same individuals, thus ensuring 
that measured change is a feature of that group. However, it was 
felt necessary in this study to not only examine the first, second 
and third year scores of the 105 students finally comprising the 
longitudinal sample, but also to compare these scores with those 
of the original 126 of the first year, and with the 116 of the 
second year. This provides a comparison to zee if the "dropouts" 
significantly affect changes in role conception. During the three 
years seventeen students left the college (Chapter 9). Full data 
was not obtained for four of the remaining 109 students. 
Table 1 shows a comparison of yearly total RDI scores of the 
remaining longitudinal sample of 105 students together with scores 
obtained at each testing point from total year groups which 
include students who left durifig the course. 
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Table 1  
total ADI scores of the 1on7itudinalsample  
at certain points in the 3 year course  
Primary Secondary 
Differences Total S.D. Total S.D. 
Year 1(start) 
Year 1(start) 
Year 1(end) 
Year 1(end) 
Year 2(end) 
Year 2(end) 
Year 3(end) 
n=105 
n=126 
n=105 
n=124 
n=105 
n=116 
n=105 
121.156 
121.873 
126.183 
126.468 
127.404 
127.319 
126.872 
8.536 
8.967 
8.870 
8.876 
7.620 
7.461 
9.037 
115.651 
114.270 
118.294 
118.629 
118.312 
118.474 
119.083 
9.505 1  
9.451 
9.827).  
9.692 
8.386 ) 
8.249 
9.716 
lion-uig 
non-sig 
non-sig 
Inspection of the scores, and testing for significance, reveals 
no significant difference between the scores of the final longitudinal 
sample of 105 at each stage of their college career and the scores 
of all students at each particular stage. It is, therefore, assumed 
that there is no difference in role conceptions between the groups 
of those who leave during the course and those who complete the course. 
1ypothesis 1  
Du::- inF! a three year course of teacher training there will be 
no difference in the conceptions of the role of the teacher held by 
a) First Year and Third Year students 
b) First Year and Second Year students 
c) Second Year and Third Year students 
Three sets of scores were examined to zest the hypothesis:- 
1. Conception of role as measured by total RDI score 
2. Conception of role as measured by individual RDI items 
3. Scores relating to the expressive component of the teacher's 
role and those relatin to the instrumental component 
Primary T Secondary  
Year 1(start) and Year 1(end) 
Year 1(start) and Year 2(end) 
Year 1(start) and Year 3(end) 
Year 1(end) and Year 2(end) 
Year 1(end) and Year 3(end) 
Year 2(end) and Year 3(end) 
01 
01 
01 
NS 
NS 
01 
01 
NS 
NS 
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1. Conception of role as measured by total RDI score  
In view of the similarity of scores of stayers and dropouts 
it was decided to compare differences in role conceptions for 
the 105 students who completed the course. Using the data of 
Table 1 the following significant differences are noted in Table 2. 
Table 2  
i.11Lnificant differences between total RDI scores (n=105i  
Thus, testing of hypothesis 1 using total RDI scores yields the 
following results: 
a) first  Year/leird Year: The hypothesis must be rejected. There is 
a highly significant difference between total RDI scores of 
students at the start of their three year course and nt the end of 
their third year. If, however, the RDI score is taken at the 
end of the first year, the hypothesis is confirmed. There is no 
significant difference between the scores of students at the end 
of their third year, and at the end of their first ,ear. 
b) First Year/Second Year: The hypothesis must be rejected. There 
is a highly significant difference between total RDI scores of 
students at the start of their three year course and at the end 
of their second year. If the RDI score is taken at the end of the 
first year, the hypothesis is confirmed. fhere is no ;:iinificant 
difference between the total scores of students at the end of their 
first year and at the end of their second year. 
c) Second Year/Third Year: The hypothesis must be accepted. There 
is no significant difference between the total scores of students 
at the end of their second year and at the end of their third year. 
Thus, it would appear that'stUdents• role conceptions, measured 
by total RDI scores alter significantly in their first year, but level 
off for the remainder of their course. The shift is towards openness 
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o role conception. This finding of a move towards more liberal 
attitudes confirms much of the research reported in Chapter 2. 2he 
Eeneral movement can be illustrated as in Diagram 1. 
Diagram 1 
::nanaes in total ADI scores during a three year course  
RDI 
Score 
‘?'  
Year 1 Year 1 Year 2 Year 
(Start) 	 (end) 
	
(end) 	 (,.;:,. (1) 
However, the weakness of most studies is that they merely 
:measure the attitudes of the start and end of a course (and, iii  
cross sectional studies, of different groups of students). Only 
Finlayson and Cohen (1967) tested students in their second year, 
reporting a "peak of liberality" at that point; other studies merely 
report "gains in progressiveness" (or some other dimension). The 
finding from this study appears to be that the first year is hiThly 
significant for attitude change as measured by paper and pencil 
tests. Thereafter little chase appears to take place. This finding , 
will, however, be much modified in consideration of evidence relating 
to school practice. It will be demonstrated that these crucial 
points in the course will such affect role conceptions, reversing 
in sore ways previous trends to openness. Thereafter a process 
which Shipman (1966) describes as "impression management" operates 
to restore total scores to their previous levels. Thus, diagram 2 
sug eats the nature of role-conception cnange during_; the course. 
The points at which scores are depressed represent periods of school 
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practice. Chapters 7 and 9 provide the evidence upon which 
Diagram 2 is constructed. 
Diagram 2  
Suested role-conception changes during; a three-year 
course o teacher trainia  
RDI 
Score 
0 0 081 
1 	 1 (end) 	 2 (end) 	 3 (end) Year 
Teaching Practice Period 0 
2. Concettion of the  role as measured by individual RDI items. 
The data shown in Tables 3 and 4 show that, for the 34 
individual items of the RDI, testin- of hypothesis 1 yields the 
followlag results: 
a) First Year/Third Year: The hypothesis must be rejected. 
Twenty primary items and twenty-one secondary snow changes from 
the start of the first to the end of the third year. If RDI 
scores are taken at the end of the first year, the hypotnesie 
is rejected for only five primary and eight secondary items. 
b) First Year/3econd Year: The hypothesis must be rejected. 
Twenty primary and fifteen secondary items show significant 
change between the start of the first year and the end of the 
second year. If RDI scores are taken at the end of the first, 
year, the hypothesis is rejected for only four primary and two 
secondary items. 
c).second Year/Third Year: The hypothesis must be rejected. 
Four primary and three secondary items show change over the 
third year. It must be noted this represents change on only 
approximately ten per cent of the items. 
What Table 3 shows clearly is that using total soores on an 
attitude to Education test can only serve as a blunt measure of 
change. The effect of professional socialisation is differential 
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gable 3 
gniflcant clani;es on 34 item Role Definition Instrument 
(at .01.-) or better) 
Item 
X: 1 	 Yr 1 
(start) 	 (start) 
to 	 to 
Yr 2 	 Yr 3 
(end) 	 (end)  
Yr 1 	 Yr 1 	 Yr 2 
(end) 	 (end) 	 (end) 
to 	 to 	 to 
Yr 2 	 Yr 3 	 Yr 3 
(end) 	 . (end) 	 (e!-':,3) 
Yr 1 
(start) 
to 
Yr 1 
(end) 
1 
2 
5 
6 
7 
8 
10 
11 
12 
13 
14 
13 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
P 3 
+ + 
+ + 
+ + 
40 
ele 
	
P S 
	
P 
+ + 
	
alb 	 ON 
+/• 
Cliangee 
Total 
13/4 8/2 14/6 10/5 14/6 14/7 3/1 1/1 4/1 4/4 2/2 17 
17 10 
	 20 15 20 21 4 2  5 
	 4 3 
Key 	 + s Significant increase in item score 
= Significant decline in item score 
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over the three years. (in some issues students do not appear, as 
a group, to alter k:heir attitudes ci; all (notably the most important 
of these is corporal punishment). On other issues students increase 
in liberality or openness, but on others, they show negative change 
from that which might be predicted. ahat r2able 3 also shows clearly 
is tnat the early part of the course (i.e. the first year) appears 
to be the most important period for learning role prescriptions. 
iable 4 analyses the data in Table 3 to show the effects discussed in 
this paragraph. 
lable 4 
The effects of professional socialisntior. Chanres 
occuring in a. three year course of teacher training 
as measured by a 34 item RDI. 
Nature of Change 
RDI Item Number 
Primary Secondary 
1. No significant chan . c from 
'1.3„6,10,13117,  
17,20,21,26,34 
31,29 
4 
27 
7,002,14,13, 
16,19,22,23,25, 
2,),0 
.1) 
0  
., 
2,24,32 
11 
33 
21,26,27,34 
--i .., 
4 
1 
3,7,12,14,16, 
1P,19,22,28,33 
17,32 
2- 
11,9,2o,25 
first to third year 
a) 2,4) change between any years 
b) Initial decrease Yr 1 to Yr 2 
c) Increase in second year 
d) Decrease in second year 
 
e) Decrease in third year 
2. Increase occuring dura 	 Course 
a) Steady increase throughout 
Course 
b) Increase mainly occuring in 
first year of Course 
c) Increase mainly occuring in 
first and second year of Course 
d) Increase mainly occuring in 
third year of Course 
3. Decrease occuring during Course 
a) Steady decline in scores during 
Course 
b) Decline in first year of Course 
c) Decline in second and third 
year 
d) Beeline in first and second 
--- year  
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a) Items showing no significant change from first to third year  
of training. 
Professional Training appears not to have any marked effect, 
as measured by the RDI, upon students' conceptions of primary and 
secondary teachers' role in certain areas. she effect of three 
years in college does not siEnificantly affect group attitudes 
towards teachers having responsibility for making up their own 
syllabuses; agreeing that teachers should be prepared to visit 
parents in their homes; preferring pupils to acquire broad under-
standing of a number of subjects rather than a detailed knowledge of 
one or two; generally strongly agreeing that teachers should have a 
:ood knowledge of child development; disagreeing that a teacher 
should attempt to control pupils' dress and behaviour out of school; 
and tending to disagree that teachers should be allowed to use 
corporal punishment. 
There is similarly no change in attitude in disagreeing that 
a teacher should use one pupil's work in comparison with another's 
in order to motivate or in the tendency to strong agreement with 
the view that teachers should encourage parents to visit the school. 
Students' attitudes towards frequent use of praise appears not to 
alter significantly over three years, for although in the first 
year of the course there is a falling off in the numbers agreeing 
with this practice, subsequently the group mean score shows no 
significant difference. 
However, to argue from total scores on an "entry/exit" sample 
that there is no real change in attitudes on these issues as a result 
of three years in a College of Education is to ignore the complexity 
of socialisation procedures. What will be shown in the chapter 
on school practice, and in the evidence of the interview sample, 
is that attitudes are in fact modified by experience, but that 
certain social processes operate to conceal substantive change. 
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Thus* item 34, relating to corporal punishment, was specifically 
investigated in interviews and after school practice. Findings 
there cast soiee doubt upon the validity of the RDI evidence. The 
paper and pencil instrument, favoured by researchers of student 
teachers, can over simplify the nature of the chanGe process. 
b) Items for which role conceptions remain stable for one age 
le.rel  but change for the other 
A number of student attitudes towards the primary teacher role 
remained unchanged over three years, whilst the prescription for the 
secondary teacher changed significantly. Thus, whilst the students 
tended to disagree throughout the course that the primary teacher's 
main responsibility was to teach subjects, their role conception for 
secondary teachers moved from one of tending to agree to one which 
was far less certain. Similarly, whilst continuously strongly 
agreeing with co-education for primary children, there was a marked 
move over the three years towards stronger agreement with this 
practice for secondary pupils. There wes a constant tendency over 
the three years to rgree that primary pupils should be allowed to 
choose other children with whom they wished to work, but for secondary 
pupils there was less agreement on the desirability of this practice; 
e feeling which modified towards agreement as the course progressed. 
These changes appear to be predictable given both the -enersl 
orientation of the college towards mixture of categories (hypothesis 3) 
and the shift in social climate (Bernstein, 1967). 
Students were fairly evenly divided throughout the course 
about the role prescription that a primary teacher should take an 
active part in the life of the local community* but they began the 
course with a more general tendency to agree with this involvement 
for secondary teachers. This concern for involvement however, 
lessened throughout the course. Increasing awareness of the pressures 
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of full-time teaching, together with a concern to define certain 
limits to the role, is held to explain such movement. A similar 
pattern obtained for teachers allowing children to discover right 
and wrong Pehaviour for themselves, with the secondary role 
prescriptIon moving to less agreement. This move in a closed 
direction could be due to the impact of school practice but no 
specific investigation was undertaken in interviews. 
Similarly several secondary teacher role conceptions remained 
unaltered whilst primary roles were seen to change. Thus in the 
first year of the course there was a marked shift towards allowing 
primary pupils more•responsibility for personal decision making. 
A similar shift was noted in the first year away from a tendency to 
disagree with the practice of vertical groupin-; students became 
far lass certain about the effectiveness of primary teachers 
classes of the same chronological age. Further, the students moved, 
throughout the course, towards stronger agreement with the prescription 
that primary teachers should invite visitors into the school to talk 
about their work and interests; a view stro40$ held for the secondary 
teaci:er's role throughout. The primary teacher's responsibility to 
act as "substitute parent" became more questioned, a prescription 
which students consistently disagreed with for secondary teachers 
throughout the course. 
c) 	 showing increases for both .Rrimary and secondary role  
concepts  
The strikin7 feature revealed by the RDI is that for the great 
majority of items which show sirmificant increases, change occurs 
in the early part of the course, in the first year. This finding 
is a major contribution to the evidence on the professional 
socialisation of student teachers and has implications for teacher 
education which are examined in chapter 10. Hypothesis 	 shows that 
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these changes reflect a move towards attitudes perceived to be held 
by staff of the college. 
Attitudes which particularly show modification towards more 
open role conceptions for both primary and secondary teachers are: 
an increasing agreement that pupils in a class may be working on a 
variety of topics at the same time; a movement towards agreement 
with the practice of mixed ability grouping; a stronger conviction 
that teachers should not insist on school uniform for all pupils; 
a lessening in strength of agreement that teachers should mark all 
the work of their pupils (although the level of agreement that this 
is a legitimate role prescription remained, perhaps surprisingly, 
strong throughout the course a. lessening reliance on award of marks, 
badges, stars, etc., as classroom practices; an increasing approval 
of the notion of the integration and interrelationship of subjects; 
a move towards strong disagreement with publishing regular mark lists; 
and a modification of the view that older pupils should be allowed 
more privilege than younger. An increasing approval for the idea of 
education in breadth, as opposed to depth, was noted during the course. 
There was a significant move towards disagreeing with the idea of 
instant obedience from pupils. Given the open orientation of college 
on these role prescriptions and a somewhat similar educational climate 
(Central Advisory Committee on Education, 1967), such movements are 
to be expected - at least at the level of questionnaire responses 
(Keddie, 1971). 
d) Items showing decreases over the three years  
Four items showed decline on both secondary and primary scores 
over three years. Thus, whilst agreement was generally maintained 
that all teachers needed a good knowledge of the methods and 
principles of teaching, there appeared to be an increasing concern 
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that a teacher should have a good knowledge of a particular subject. 
Similarly, growing disagreement was noted with the statement that a 
teacher's task was to arrange the classroon environment, then to 
stand back and allow children to learn from their surroundings. Both 
these movements can be interpreted as the students taking a more 
realistic view of teaching.. Increasing disagreement was recorded 
with the prescription that the teacher's out of school activity should 
be largely connected with youth work or sport; a movement seen as 
students' increasing concern to define certain limits to the teacher's 
role. There was some tempering too, of the agreement with the 
prescription that teachers should treat pupils alike in rewarding 
and punishing - a recognition, probably gained from experience, of 
the difficulty of applying ricid principles of discipline to all 
pupils. Further, as noted above, the role prescription for primary 
teachers became less favourable to taking on the responsibility of 
ftsubstitute parent", and, for secondary teachers, less favourable 
towards active involvement in local community activities. For all 
these changes towards an apparently less open orientation it is 
argued that they represent the students' acknowledgement of certain 
practical demands, which arise from the task of teaching itself. 
Two items showed primary and secondary scores changing signif-
icantly in opposite directions. Thus students tended to agree more 
as the course progressed with the prescription that secondary teachers 
should be able to teach a number of subjects well, but the quite 
strong level of agreement with this prescription for primary teachers 
declined a little. Similarly, whilst there was significantly greater 
approval for primary teachers to take responsibility for sex education, 
the strength of agreement with this role prescription lessened 
significantly during the course for the secondary teacher (whilst 
still remaining at a high level). Again it is suggested that these 
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changes represent an increased concern for the need for primary 
teachers to acquire subject matter whilst at the sane time expressing 
the desire for both primary and secondary teachers to teach across 
a wide range of the curriculum. 
3. Conception of the role as measured by scores on instrumental  
items and scores on expressive items  
resting of hypothesis 1 for instrumental and expressive item 
scores at the start of the first year and end of the second and 
third years yields the following results: 
a) First Year/Third Year: The hypothesis must be rejected 
for instrumental item scores. Thelypothesis must be 
accepted for expressive item scores for secondary role 
prescriptions but rejected for the primary role. 
b) First Year/Second Year: The hypothesis must be rejected 
for instrumental item scores. The hypothesis must be 
accepted for expressive item scores for secondary role 
prescriptions but rejected for the primary role. 
c) Second Year/Third Year: The hypothesis must be accepted 
for instrumental item scores and for expressive item 
scores. 
Table 5 shows the results when the items in the RDI are 
classified according to whether they more naturally relate to 
expressive or towards the instrumental orders of the school. As was 
noted in Chapter 4 there was a very high degree of agreement amonr 
observers on which items were expressive ("person centred") and 
which were instrumental 
	
centred"). 
It is evident from the table that both primary and secondary 
roles show increases over the course in scores for the instrumental 
order, but only for the primary role does the score for the expressive 
items increase significantly, and that at a lower absolute level. 
This increase in instrumental item scores can with some certainly 
be attributed to the effects of professional socialisation. Students 
in the College show, it is argued, increasing awareness towards 
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Table 5  
Comparison of scores relat4_ng to instrumental and 
expressive orders of the school, showing changes in 
totals over three years of teacher training. 
Primary Teacher Secondary Teacher 
Students 
n=105 
Instrumental 
items n=17 
Expressive 
items n=17 
Instrumental 
items n=17 
Expressive 
items n=17 
First Year (start) 
First Year (end) 
Second Year 
Third Year 
62.01 
64.39 
65.59 
65.75 
59.14 
61.79 
61.80 
61.12 
53.91 
57.16 
57.48 
58.45 
59.74 
61.10 
60.84 
60.62 
Significance of 
Change first to 
Third Year 
.01 .01 .01 NS 
certain task centred aspects of the teacher's role. Table 5 demonstrates 
this clearly in respect of secondary teacher role, where no fewer than 
ten of the seventeen instrumental items show [zains over the course, 
indicating that in matters of curriculum and method a mo:.e open orient-
ation results from training. It will be seen in hypothesis 2 that 
instrumental order items increasingly differentiate between role 
prescriptions for primary and secondary teachers. This may be interpreted 
as the acquisition of professional kncwlede by the student, showing 
an awareness of the importance of certain classroom practices. lore 
sceptically it could be argued that students learn to make the 
"correct" responses on such matters as methods of grouping children or 
organising or marking their work. 
The complexity of the process of socialisation is further illustrated 
in Table 6. A simple comparison of total scores between first and third 
year students (the basis of most studies of this type) indicates 
clear increases in "p (3ressivism" or some other dimension. Table 6 
reinforces the evidence of Table 3 showing, that the direction of attitude 
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Table 6  
Changes in role conception occurring during a three year 
course of teacher training as measured by a 34 item RDI 
relating. to the expressive and instrumental orders of the 
school. 
Nature of Change 
Number of Items 
Primary Teacher Secondary Teacher 
Instrumental Expressive Instrumental Expressive 
No significant 
change from first 
to third year 
Increase from 
first to third 
year 
Decreases from 
first to third 
year 
7 
7 
3 
7 
7 
3 
5 
10 
2 
8 
4 
5 
channe varies with particular issues. Seven expressive primary items 
show increases in scores, against three significant decreases« The 
gain in expressive score items is small in relation to instrumental 
order rains, but still significant. In the secondary area, expressive 
item decreases outnumber gains, suggesting in some decree a. modification 
of a "pupil-centred" attitude which the student brings to college. 
However these changes on idividual items are not large enough to show 
significant change on total expressive scores from first to third year. 
This discussion however must be regarded with some caution as 
the classification of instrumental and expressive items, although 
conceptually distinct and agreed by observers (in Chapter 4), can 
become blurred in practice. It is nonetheless a finding which carries 
conviction both in. terms of theoretical constructs of professionalism, 
possession of expert knowledge, partly acquired by long training 
(Jackson, 1970; Greenwood, 19::6), and in terms of empirical evidence on 
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the effect of professional socialisation upon neophytes (Becker, 1961; 
Merton, 1957; Bloom, 1965). It could be suggested that a major effect 
of an extended training period would be a significant chance in 
attitude toward certain instrumental practices of a profession. What 
is interesting is that the significant changes in instrumental order 
item total scores largely take place early in the training course. 
This clearly cannot reflect the precise nature of change in knowledge 
which takes place during the three years, but rather a change in 
attitude to certain important practices. In the secondary role area 
this represents a move away from endorsing a subject-centred approach, 
increasing support for co-education, a concern for a. variety of 
learning activities in a classroom, an increasing rejection of streaming, 
a more realistic approach to markin pupils' work, a concern for 
education in breadth, a rejection of mark lists, approval of self- 
selected learning groups, and increasing diversification of teacher 
role. 
Hypothesis 2  
During a three year course of teacher triining there will be no 
differences perceived between the roles of primary school and 
secondary school teachers by: 
a) First Year Students 
b) Second Year Students 
c) Third Year Students 
Three seta of scores were examined to test the hypothesis: 
1. Conception of role as measured by total RDI score. 
2. Conception of role as measured by individual RDI items. 
3. Scores relating to the expressive component of the 
teacher's role and those relating to the instrumental 
component. 
Appendix 4 shows RDI scores at each testing point during the three 
year course. Tables 7, 8 and 9 analyse this data. with regard to 
hypothesis 2. 
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Table 7 
Level of significance of differences perceived between the 
roles of primary school aid secondary school teachers on 
34 item Role Definition Instrument. 
Ite Year 1 (start) 
Year 1 
(end) 
Year 2 
(end) 
Year 3 
(end) 
1 001 001 001 001 
2 001 001 001 001 
3 001 001 001 001 
4 NS NS 01 Or.. 
5 001 001 001 001 
6 001 001 001 001 
7 001 001 001 001 
8 001(s) _;:, c;() o5(s) 
9 001 001 001 001 
10 05 05 
 
11 001 001 001 001 
12 001 001 001 001 
13 001 001 001 001 
14 001(S) NZ NS NS 
15 NS 001 001 001 
16 001(3) 001(3) 05(.3) 05(8) 
17 05(S) NS NS liS 
001 001 001 001 
19 NS 01 01 01 
20 001(S) 05(3) 05(S) 05(L) 
21 NS NS NS NS 
22 NS 05 05 05 
23 001(s) NS 05(S) 05(S) 
24 05(J) N3 NS NS 
25 001(S) 01(S) NS NS 
26 NS NS NS NS 
27 NS NS HS NS 
28 001 001 001 01 
29 01 NS NS NS 
30 001 001(,.3) 01(s) 05(3) 
31 001 001 01 .05 
32 --  — NS NJ NS 
33 001 001 001 001 
34 :..:, NS NS NS 
Totals; 
All items 001 001 001 001 
Instrumental 001 001 001 001 
Expressive NS 	 . NS NS NS 
Note: Items marked (5) show that the conception held of the 
secondary teacher's role is more open than that of the 
primary teacher. For all other significant differences 
the primary teacher's role is seen as more open. 
eencepion oi mole as measured by total itDi score  
The hypotnesis must be rejected. Students perceive highly 
significant differences between the role of the primary and 
secondary teacher at all points during their three year 
course. 
This can hardly be described as a startling finding, but it does 
provide clear evidence that students hold a more open view of the 
role of the primary teacher than for the secondary teacher. 
2. Conception of role as measured b individual RDI items 
The hypothesis must be rejected. Students in each year of the 
course perceive differences between primary and secondary 
teacher roles for over two thirds of the RDI items. 
Table 8  
Significant differences perceived between the roles of 
primary and secondary school teachers on RDI of 34 items 
F_rst Year 
(start) 
First Year 
(end) 
Second 
Year 
Third 
Year 
Number of Differences 
primary means „rester 
than Secondary 
Secondary means ji.eal.e. 
than Primary 
25 
16 
9 
(Includes 7 
001) 
22 
In 
4 
(Includes 2 
001) 
23 
19 
I: 
(3 at 
05) 
22 
17 
5 
(All at 
05) 
From a consideration of Table 8, it may appear surprising that 
after three years in college, students appear to detect fewer differences 
between the roles than at the start of their course. First Years 
detect differences in 25 out of 34 items (74) whereas third year 
students differentiate between only 22 items (65). Exarination of 
these items in Table 7 however shows that there is a very marked shift 
away from the first year tendency to see certain secondary behaviours 
as more open than primary. Only five secondary means are greater than 
primary means at the end of the third year, at .05 significance only, 
against nine items at the start of year one, seven at .001 significance. 
207. 
Thus, in questions of not marking all work done by pupils, giving 
sex education, taking an active part in the life of the local 
community and taking up youth work, the students see no differences 
between primary and secondary teachers at the end of their course, 
where they had originally perceived the secondary teacher as having 
a stronger role prescription in these matters..;3inilarly„ in matters 
of allowing pupils to discover "right" or "wrong" for themselves, 
requiring immediate obedience, inviting visitors into the school 
there was a very marked decrease in degree of difference perceived. 
Whereas secondary teachers were allowed more discretion in these 
areas at the start of the course, at the end of the three years the 
differences had narrowed to only a slight favouring of more openness 
for the secondary sector. It is suggested that the primary school 
orientation of college, together with the fact that all the items 
for which secondary item scores were greater than primary belong to 
the expressive order, accounts for this aspect of the socialisation 
outcome. 
3. Conception of the role as measured by scores on Thstrumental  
items and scores on expressive items  
Consideration of the total instrumental and expressive RDI 
scores in Table 7 yields the following results: 
Instrumental items total. The hypothesis must be rejected. 
All years of students perceive clear differences between 
instrumental aspects of primary and secondary teachers' roles. 
Lxpressive items total. The hypothesis must be accepted. For 
each year of students no sinilicant difference in perceived 
between the expressive aspect of the primary and secondary 
teachers' roles. 
When the items are grouped into expressive or instrumental 
categories an effect of professional socialisation is apparently 
clearly seen. The same effect was noted similarly with the cross-
sectional sample (Gibson, 1970). fable 9 shows that a number of 
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expressive order items increasingly fail to differentiate between 
Primary and secondary role prescriptions, and a study of total 
expressive order scores in Tables 5 and 7 snows that throughout the 
Table 9  
Number of items failing to differentiate between the role 
of Primary and secondary School teachers (out of possible 17) 
First Year 
(start) 
First Year 
(end) 
Second Year Third Year 
Instrumental 
Expressive 
4 
5 
3 
9 
2 
9 
3 
9 
course there is no difference percieved for any year. These tables 
further snow that as the course progresses, instrumental order items 
increasingly differentiate between the two roles. Such effects are 
attributed to the child-oriented ethos of the college in accounting 
for the convergence on expressive items, and the acquisition of 
professional knowledge on items of curriculum and method which enable 
tile student to make increasingly finer discrimination between instru-
mental order behaviour of primary and secondary teachers. Thus all 
years feel that the primary teacher should be lesa of a subject 
teacher, more of a classroom arranger, less concerned to group pupils 
by sex or by ability, more concerned with breadth than depth, more 
likely to praise pupils' work, and freer to make up his own ajllabuses 
than the secondary teacher. The primary teacher is also seen as 
allowing a greater variety of work in the classroom at an particular 
time, having a Lpod knowledge of teaching methods rather than a very 
good knowledge of one particular subject, and able to teach aore 
subjects than his secondary colleague. 
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Several items failed to differentiate between primary and 
secondary roles at any point in the course. All are expressive order 
items. There is strong agreement that all teachers need a good 
knowledge of child development, should encourage parents to visit 
their school, should treat pupils alike in rewarding and punishing, 
and that teachers should not attempt to control pupils' dress and 
behaviour out of school. Of much interest is the finding that on 
the issue of corporal punishment no significant differences apparently 
exist for primary and secondary role prescriptions. This controversial 
issue failed to differentiate between role prescriptions at any of 
the four points during the course when attitudes were tested. However, 
as will be shown the effect of a substantial period of school practice 
is such that attitudes towards this issue are substantially modified. 
several instrumental items show interesting differences developing 
which did not exist at the start of the course. Students became less 
inclined to favour comparison of children's work as a means of 
motivation in the primary school, more inclined to favour vertical 
grouping for the younger pupils, more in favour of integration of 
subjects in the primary school, and less favourable towards publishing: 
primary pupil mark lists than in the secondary school. 
Thus, the difference in primary and secondary teacher role is 
increasingly construed, it is argued, in terms of task-centred rather 
than person-centred criteria. Professional socialisation fosters 
discrimination in role awareness, the role socialisation process 
making the student more keenly perceptive of the instrumental differences 
in the teacher's role at different age levels. This finding would 
accord with that of Kitchen (1966), and has strong relationship to 
Burnham's statement of the need for emphasis on role expectations 
rather than on personality expectations in Colleges of Lducation 
(Burnham, 1969). Chapter 9 shows that students enter college with a 
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generalised commitment towards, and strong feeling for, children. 
The effect of training it is sug6ested is to maintain and possibly 
increase this sensitivity towards children, qua children, blurring 
the effects of age differences. Such awareness and feeling for 
pupils of all ages is only very partially revealed by the RDI. The 
College places much stress on the nature of the pupil-teacher 
affective relationship. It is therefore suggested that the emphasis 
on individual differences and the concern for the individual pupil 
encouraged by the college is interpreted by students to apply to all 
age levels. 
Hypothesis 3  
Non-students of similar age and academic achievement to College 
of Education students, do not differ from students in their conception 
of the role of the teacher. 
Sixty-eight women between the ages of 18 and 23, not in higher 
education but all possessing at least five '0' levels, completed the 
RDI in the same month as the first year students at the start of 
their course. Between two and a half and three years later it was 
possible to trace and obtain completed RDIs from only thirty-three 
of this original sample (48.5;_). The two sets of scores for this 
non-student group are shown at Appendix 4. Comparison of student 
and non-student RDI scores yields the following result: 
The hypothesis must be rejected. There are highly significant 
differences between the RDI scores of non-students (at both 
sampling points) and of students in all years. 
Table 10 shows that there would appear to be a real difference 
between the two groups with the non-students consistently holding a 
more closed conception of the teachers' role than students. This 
difference is revealed most strikingly for both primary and secondary 
First Year students 
(n=105) 
Non-students 1968 
(n.68) 
Third Year students 
(n=105) 
Non-students 1971 
(n=33) 
Total RDI Scores  
Primary 
I Secondary 
.01 
.01 
.01 
.01 
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roles in instrumental order items, particularly the issues of subject 
teaching, grouping by ability, grouping by age, variety of work 
inside the classroom, and pupil choice of work-partner. On these 
items and others, the non-students are much less flexible than 
students, showing much less approval of the professional attitudes 
held by intending teachers. 
Table 10 
Significance of differences in scores between non-
students and students. 
In the expressive order, the item which most clearly distinguishes 
students from non-students is attitude to the teacher's use of 
corporal punishment. Students throughout their course tend 
disagree with its use - indeed there is no significant difference 
between the scores for any year of students on this item. The non-
students are inclined to take a harder line on the use of corporal 
punishment, with proportionately more of them favouring its use in 
school. 
Although there are clear differences between total RDI scores of 
students and non-students it should be noted that only approximately 
half the items differantiate between the two groups in the first year. 
In the third year comparison this proportion was around 42 per cent. 
The feature of this finding however is that where differences exist 
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on individual items they tend to be very large indeed, and, as noted 
above, mainly in the instrumental order. 
An interesting finding emerges in considering the total scores 
of the non-student groups recorded after an interval of approximately 
three years. Appendix 4 shows there is an increase in both primary 
and secondary scores approaching the .05 level. The fact that the 
scores have increased, although not significantly, is felt to indicate, 
however imprecisely, a slight shift in attitude, attributable perhaps 
to age or perhaps to a change in the prevailing social climate towards 
education. In view of the low proportion of the original sample who 
returned their forms it is thought inadvisable to speculate upon the 
meaning of the change in scores over the three year period. However, 
it should be noted that significant increases took place in items 
relating to corporal punishment, immediate obedience to teachers, and 
the integration of subjects. Finally, it should be noted that non-
students also detected differences, as measured by total RDI scores, 
between the roles of primary and secondary teachers. This difference 
however was at a. lower level of significance than for students. 
Hypothesis 4  
When students undertaking a three year course of teacher training 
are grouped by certain biographical variables, there will be no 
differences between the conceptions of the role of the teacher held 
by the groups within each variable. In the testing of this hypothesis 
students were grouped by:- 
a. .;- -je 
b. Social Class 
c. Academic achJevement 
d. Previous teaching experience 
e. School leaving age 
f. Religion 
g. Pre-college employment 
h. Type of secondary school attended 
i. Number of unsuccessful applications 
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It was decided to group students into those aFed twenty years or 
under and those aged twenty-one or over on entry to college. 
The hypothesis must be accepted for the role of the primary 
teacher. Age appears to make no difference to teachers' 
role conception. The hypothesis must be accepted for the 
role of the secondary teacher as perceived by students in 
their first year, but rejected for second and third year students. 
Table 11  
Total RDI scores over three years of mature and younger students 
Aged twenty 
or under 
(n=83) 
Aged twenty-one 
or over 
(n=22) 
Significance 
of 
difference 
First Year (start) P 120.84 122.42 NS 
S 112.98 115.92 NS 
First Year (end) 	 P 125.96 126.94 NS 
0 a 117.58 120.85 NS 
Second Year (end) 	 P 126.79 129.52 NS 
117.00 122.25 .05 
Third Year (end) 	 P 126.55 127.96 NS 
S 118.20 122.59 .05 
Average Age on Entry 18yrs 5mths 50yrs lmth 
Table 11 shows that throughout the course the role prescription for 
primary teachers as measured by total RDI scores is not significantly 
different for older as against younger students. .she older students are 
always slightly more open in their role prescriptions, but not 
significantly so. For secondary teachers however there is a much greater 
difference seen between the two groups and older students constantly 
score higher on the RDI than younger. This difference just misses 
significance in the first year but becomes significant at the five per 
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cent level in the second and third year of the course. Thus, the older 
students tend to take a measurably more open view of the secondary 
teacher's role than younger students and the gap widens as the course 
progresses. Table 12 shows a consistent trend of older students scoring 
higher on more secondary items than primary. 
Table 12  
Number of items, out of 31+, 
 where older students score higher 
than younger students (Figures in brackets represent number 
of significant differences at .05 level or .reater) 
First Year (start) P 20 (5) 
23 (4) 
First Year (end) 15 (2) 
S 22 (4) 
'6econd Year (end) P 18 (2) 
S 21+ (6) 
Third Year (end) P 17 (3) 
24 (6) 
he lack of difference between the two age groups or primary role 
prescriptions is attributed to a child certred concept of primary 
education held by both older and younger students. Investigation among 
the interview sample tends to confirm this explanation; there was 
general consensus that given the sane basic orientations - the desire to 
become a teacher and a generalised commitment to children - age and 
experience would not materially affect role definitions. however, on 
these grounds it is more difficult to explain the differences in secondary 
role conceptions. Mature students follow the same course as younger 
students and the formal organisation of the College does not 
differentiate between students on grounds of age. Further, the older 
students invariably lived out of college, and were thus apparently less 
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susceptible to the influence of tutors. 
It is tentatively suggested that this somewhat unusual finding 
(compared with the findings of McLeish, 1970; 1utcher, 1959) could 
be due to the older students' treater "distance" front the secondary 
school situation. Being older, they feel they do not "have to take 
so hard a line" (in the words of one older member of the interview 
sample) with adolescents as younger students who are only a few years 
older than the pupils themselvee. Younger students in the interview 
sample (irreseective of ale range for which they were training) 
tended to feel more apprehensive about the prospect of secondary 
practices, or secondary teaching generally, than the older students 
who, in the interview situation at least, expressed rather more 
confidence in their ability to cope with secondary pupils. 
An examination of the items on which there was a significant 
difference between older and younger students reveals some interesting 
findings. Throughout the course item 24 consistently differentiated 
between the two groups and was the only one which showed the younger 
students as more open than older. It states that a teacher's out of 
school activities should be largely connected with youth work, sport 
etc. Predictably, older students tended to disagree more strongly 
with this than younger students. Discussion with the interview group 
showed that their reasons were in terms of family commitments, 
recognising that they themselves would find it difficult for a teacher 
to devote his out of school time to youth work or sport. Sixteen of 
the twenty-two older students were married women with children of 
school age. 
Twenty-four of the thirty-four secondary items showed the older 
third year students scoring higher than younger, with the greater 
differences seen in instrumental items. Older students were very 
strongly opposed to re:ular publication of mark lists; favoured more 
than younger students the view that teachers should make up their own 
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syllabusee; and were more strongly agaivat compaf,are of c4l0.renla 
work as a motivating device, than younger stidano. 	 aiu, 
diacussion with the interview sample tied co aeggest that age and 
tacir own personal experience accounted for these differences. The 
older students felt less confident of their acadeaic ability Lien 
younger (Sibson and Pocock*, 1969) ana so did not favour mark lists 
for College work or overt compariaon of their work with other students. 
This attitude they appeared co n...:144i41,r over to tae teacaer's role. 
Paradoxically peraapa their desire for more responsibility for 
syllabus construction arose from the reason that _;reater maturity 
argued for greater responsibility. It is auggeated that the 
recojAition o. their seademic ahortcomings (as seen by tnemselves) 
Was not iacompatible with their notion of professional respoaeibility. 
They tended to 300 "college work" as distinct froa "school work" and 
felt 'nove confident of their ability in the latter aphere. This 
dic-hiexaisstion of ac%ool and college work is discussed In (.;hapter 9 
below. 
4b. Social Claes  
The hypothesis nust by &et:opted. There are no aLgaificant 
differences between the role conceptions oi students when 
grouped by social class backroasd. 
The social class composition of the college remained constant 
throuzhout the period with approximately one third of the students 
coming from manual worker's hoe. Table 13 shows La...Kiel 
background of the sumple. 
Students RDI scores were grouped by a manual (1 and II) and 
non.menuol (III, IV and V) claasification of the Reciatrar eieneral's 
3cale. The results are aown in Table 14. No differences are 
observed between the groupings. This result is not unexpected as 
social cane appears unrelated to either attainment or attitudes of 
students in higher education. individual items showed only apparently 
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Table 13  
Social Class Eack;7round of longitudinal caliol 
(October 1968, n=126; June 1971, n=105) 
Registrar- 
General's 
Scale 
October 1968 June 1971 
No ; Class No ,4 Class 
I 
II 
III 
IV 
V 
22 
62 
27 
115 
17.5 
49.2) 
21.4 
11.9 
non- 
Manual 
Manual 
18 
53 
21 
13 
17.1) 
50. 
20.0? 
12.4 
non- 
Manual 
Manual 
Table 14 
RDI scores by social class groupie 
..ie6irstrar Ueneral's ,icale Degree of 
.4ignificance Manual Non Manual 
leas 1(start) P 121.01 121.43 N6 
113.a3 113.23 NS 
Year 1(end) 	 P 126.28 126.04 NS 
S 118.79 117.30 NS 
Year 2(end) 	 P 127.52 127.19 NS 
S 118.62 117.74 NS 
Year 3(end) 	 P 126.9? 126.59 NS 
119.23 113.41 NS 
random differences between groups over the three years. Nonetheless, 
one or two items showed differences at each of the four measurement 
points, and no pattern was observed in these. It is felt that these 
few differences can be attributed to chance. 
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4c. Academic Achievement  
The hypothesis must be accepted. When students are grouped 
by academic achievement, no significant differences are 
observed between RDI scores. 
Students were grouped in two ways: first those who possessed A 
levels as against those who did not; second, those possessing minimum 
qualifications (5 '0' levels or special entry) against those with 
more than the minimum. These are fairly crude measures of attainment 
and it is not suggested that they are equivalent to ability (however 
that may be measured). Table 15 shows the numbers in each grouping. 
RDI scores are shown in Tables 16 and 17. Although the differences 
are non—significant it should be noted that the secondary scores for 
the less qualified students are consistently higher than for the 
better qualified. Tnis is probably due to the number of mature women 
students in the former group who have bee , 
 shown (hypothesis 4c above) 
to hold more open role conceptions for secondary teachers than younger 
students. 
Table 15 
Academic Achievement of students (n=105) 
Possessing an A 
	 fiN 
level qualification' ' 
Possessing Minimu; 
qualifications 
No % No r 
51 48.6 26 24.8 
(1) Note: 31 students possessed 1 A level 
16 possessed 2 A levels 
4 possessed 3 A levels 
Thirteen of the original intake of 126 students were "special entry". 
The term implies that the students possessed less than the minimum 
standard of five "0" levels but that they had taken the special entry 
examination of the University of London Institute of Education for such 
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Table 16  
RDI scores of students grouped by academic achievement 
Students having 
A levels 
(n=51) 
Students without 
A levels (n.54) 
Degree 
of 
Si ,,nificance 
Year 1(start) P 120.66 121.71 NS 
S 112.97 114.37 NS 
Year 1(end) 	 P 125.77 126.55 NS 
S 117.44 119.27 NS 
Year 2(end) 	 P 126.53 128.32 NS 
117.20 119.54 NS 
Year 3(end) 	 F 126.16 127.68 NS 
117.64 120.49 NS 
Table 17  
RDI Scores by academic achievement 
Students with 
minimum 
qualifications 
(n=25) 
Students 
with greeter 
than minimum 
cualifications 
(n=79) 
Depree 
of 
Significance 
Year 1(start) P 122.17 120.82 NS 
5 115.24 115.16 NS 
Year 1(end) 	 P 126.56 126.09 OS 
S 120.47 117.58 I:S 
Yeez 2(end) 	 P 128.93 127.91 NS 
c, s 120.73 117.51 NS 
Year 5(end) 	 F 128.03 126.49 NS 
121.92 118.12 NS 
candidates. Two of these students left during the course. The RDI 
scores of the remaining eleven were examined and were seer_ to be 
consistently higher throughout the course, than those for other students. 
These differences however were not significant except for secondary 
RDI scores in the second and third year where they just reacted the 
.05 level. All special entry students were nature women; the higher 
level of scores is therefore attributed to an age difference along 
the lines discussed in hypothesis 4a above. 
4d. Previous teachinr: experience  
The hypothesis must be accepted for the primary teacher's 
role. For the secondary teacher the hypothesis must be 
accepted for first and second year students, but rejected 
for third year students. 
Sixteen students had fairly substantial previous experience of 
teaching;. This, for the purposes of the investigation was defined 
as not less than three months consecutive service in schools prior 
to tne college course. Of the sixteen students, three had between 
4 and 8 months experience, six had one year's experience, six up to 
three years, and one had .nine years experience. Four of the students 
were under 21 years of age. 
Table 18 shows that students with teaching experience consistently 
scored higher than students without such experience, but the 
difference was only significant for the role conceptioe of secondary 
teachers by third year students. 
Table 18  
Total RDI scores of students with and without previous 
teaching experience 
.students having 
taught before 
College 
	 (n=16) 
Students without 
teaching 
experiehce(n=89) 
Significance 
of 
difference 
Year 1(start) P 123.31 120.77 NS 
S 116.18 112.21 NS 
Year 1(end) 	 E 126.28 126.16 NS 
S 119.19 118.10 NS 
Year 2(end) 
	 P 128.56 127.17 NS 
S 121.81 117.74 NS 
Year 3(end) 	 p 127.14 126.82 NS 
124.01 116.18 .05 
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With such small numbers it is not possible to establish with 
certainty the effect of prior experience upon scores but it would 
appear that age and experience are factors in the third year which 
make for a more open attitude towards secondary teaching. During the 
investigation fourteen of the sixteen students with prior teaching 
experience were interviewed (three were already members of the interview 
sample described in Chapter 9). The interviews were relativel:y 
unstructured, no interviewing schedule being used, but with the purpose 
to attempt to assess the effect of prior teaching experience. All 
interviews were conducted before the RDI finding for third year students* 
view of the secondary teacher role emerged. 
There was strong consensus that practical experience before College 
was of benefit to students for two major reasons. First, in -:;he words 
of one student, "it enables us to put the heory into perspective". 
This view was generally assented to; but the interviewer's interpretation 
was that this meant a sceptical attitude to the contribution of theory. 
Thus the anticipated effect was that hDI scores for these students 
would be lower than for the otner students. 
necond, these students felt that their previous teaching experience 
gave extra confidence both in the practical teaching situation and in 
discussion wits, tutors. It is suggested that this effect helps to 
account for the generally higher scores throughout the course and for 
the significantly higher secondary score in the third year. it would 
appear that this confidence exerts a greater influence than scepticism 
of theory. however, it is still difficult to resolve way only in the 
third year does a significant difference emerge between the groups, and 
then only for the secondary role conception. .her was no opportunity 
to conduct interviews with the sixteen students after the emergence 
of the secondary RDI finding, but it would appear that the efiect of  
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previous teaching experience upon students* reaction to a course of 
teaching training offers a valuable field for future investigations. 
4e. School Leaving Are  
The hypothesis must be accepted. No significant differences 
were observed in total RDI scores when students were grouped 
by the age at which they had left school. 
Eighty-one students had left school at the ale of 13 or over. 
Twenty-four had left earlier than eighteen years of age. Table 19 
demonstrates that school leaving age apparently makes no difference 
in students* conceptions of teacher role. 
Table 19  
Total RDI scores of students grouped by school leaving 
Age on leaving school Significance 
of 
Difference '3 or over (nle1) 
Under 	 le?: 
(n=24) 
Year 1(start) P 121.03 121.57 n6 
S 113.23 115.02 NS 
Year 1(end) 	 P 125.97 126.93 NS 
S 118.03 119.19 NS 
Year 2(end) 	 P 127.03 128.69 NS 
_ 
.:, 117.92 119.70 NS 
Year 3(end) 	 P 126.77 127.22 NS 
S 118.57 120.'!, NS 
It may be that selection of the age of eighteen as a grouping criterion 
could conceal certain differences which might emerge if alternative 
groupings were made. There is a significant correlation between school 
leaving age and age of student (0.4027, significant at .01 level). It 
has been shown that older students score consistently higher throughout 
the course than younger students. however, the relationship between 
ale and school leaving does not appear to be strong enough to influence 
RDI scores. 
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4f. Religion 
The hypothesis must be accepted. Where students are grouped 
by religious belief, there is no difference observed between 
the groups in respect of their total RDI scores. 
Eighty-three students belonged or claimed to belong to the 
Church of England. Table 20 shows the RDI scores of these students 
compared with group means for "other" students (which included 
thirteen non-conformists and four Roman Catholics). Inspection of 
individual Catholic scores revealed that they generally fell within 
(:).e standard deviation of the mean for total RDI scores at each 
testing point. Although it is felt not satisfactory to group all 
"other" religions together, numbers were insufficient for separate 
treatment. 
Table 20 
RDI scores grouped by religious affiliation 
Church of England 
(n.83) 
other 
(n=22) 
significance 
of 
Difference 
Year 1(start) P 121.34 120.44 NS 
.) 113.75 113.28 by 
Year 1(end) 	 F 126.09 126.62 NS 
117.84 120.22 N3 
"d ear 2(end) 
	 P 127.46 127.23 NS 
S 118.62 117.12 NS 
Year 3(end) 	 P 126.67 127.62 NS 
S 118.79 120.18 NZ 
Religious affiliations were taken only at the start of the course. 
McLeish (1970) shows that religious belief on entry and completion of 
a three year course of teacher training coincided for approximately 
80 per cent of students. It is suggested that comparison of attitudes 
to teaching between denominational colleges might yield some 
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differences, but the results from this study give no support to the 
thesis that religious affiliation affects student views of the teacher's 
role. 
4g. Pre-College employment  
The hypothesis must be accepted. When students are grouped 
into those who have worked for three months or longer before 
entering college and those who have not, no difference is 
observed between the total RDI scores of the two groups. 
Forty of the students haC worked before coming to college and 
sixty-nine had not. Employment was defined as any paid, continuous 
occupation held prior to entering college. The sample thus included 
those with previous teaching experience to ether with students who 
hs1 undertaken clerical or secretarial work or nursing, or work with 
children. The work experience group includes nearly all the mature 
students together with a number of younger students. Work experience 
correlates highly with age (0..137) but does not, in itself, 
significantly differentiate between students in role conceptions held. 
It is probable that the criterion of three months is insufficiently 
discriminatine as it includes a number of younger students who had 
undertaken vacation jobs only, never seriously considering a career 
which excluded a period of higher education. 
Table 21  
ieDi scores of students grouped by work experience 
Three months 
or rore 
(n=40) 
None, or less 
than 3 months 
(n=65) 
Significance 
of 
Difference 
Year 1(start) P 122.16 120.65 NS 
115.04 112.73 NS 
Year 1(end) 
	 P 126.44 125.01 NS 
S 119.35 117.64 NS 
Year 2(end) 	 P 128.3? 126.79 146 
S 119.47 117.59 NS 
Year 3(end) 	 P 127.24 126.63 ME 
S 120.58 118.02 NS 
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It will be noticed from Table 21 that generally RDI scores arc 
ligher for the group with work experience, but that this difference is 
not significant. If the criterion of one year's work experience is 
chosen, the sample reduces to twenty-one, the differences between work 
and non-work group scores widen becoming significant in the third year 
at the .05 level. 
411. Type of secondary school attended  
The hypothesis rust be accepted. When students are :ronDed 
by type of school attended, no significant differences are 
observed between total RD: scores of the groups. 
Of the original sample of 126 students, 65 had attended rammar 
schools (52 per cent), 26 were from public or private schools (22 per 
cent), and 33 from Comprehensive, Secondary Modern or l'schrdcal 
schools (26 per cent). 
The RDI scores of the original 126 students were grouped for 
first year scores only, and for Grammar, Public and "other" respec-
tively were: 
Primary 123.62 119.46 121.44 NS 
Secondary 114.06 114.98 114.19 NS 
A comparison of third year RDI scores for the final seriple of 105 
students yielded a similar result. Type of secondary school attended 
is therefore thought not to be significant in determining the view of 
the teacher's role for the students in this investigation. 
41. Number of unsuccessful interviews 
The hypothesis Lust be accepted. There is no difference in 
teacher role conception between students who nominate the 
college as first choice and those who do not. 
Table 22 shows that forty-seven students (37 per cent) of the 
original 126 had made the College their first choice. Their RDI 
scores are very similar to students who did not select the college. 
IL was known that sixteen students had been refused, after interview, 
by five or more other colleges before being accepted by the college. 
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The RDI scores of these sixteen students are not significant from 
the scores of other students (Prirary 119.0; secondary 112.7) 
Table 22  
Total Rill scores of students grouped by ciloice of college 
(First Year Scores n=126) 
sample College 
First Choice 
(n=47) 
Other 
Students 
(n=79) 
Significance 
of 
Difference 
Year 1(start) P 121.79 121.44 
113.02 114.26 ray 
huothesis 5  
When students undertaking a three-year course of teacher training 
are :;rouged by certain institutional variables, there will be no 
differences between the conceptions of the role of the teacher held 
by the groups within each variable. In the testing of this hypothesis 
students were grouped by:- 
a. Education age range group 
b. Lain course of study 
c. Resident or day student 
d. hall of Resider..ce 
5a. ,aucation age range group 
hypothesis must be accepted. No significant differences 
are observed between total RDI scores when students are 
trouped accordins to their education age range groups. 
In the coller:e, students do not select their education a e range 
group until the start of their second year. The first year is spent 
following a common course with students in six approximately equal 
undifferentiated groups. No secondary course is offered in the 
college. In the years preceding the investigation students had been 
offered a choice of three groups: Infant/dunior, Junior, and unior/ 
secondary. From the commencement of this study students were offered 
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two choices only: Primary (for students training to teach 5-11 yaar 
old pupils) and Middle Years (for students wishing to teach 7a-13 year 
old pupils, or older). Discussions held with ahe two aroapa of 
students showed clearly that the Middle Years group wished c teach 
"older pupils", with quite a strong bias to the secondary ace range 
or top juniors (ten and eleven year olds). The Primary students 
showed a common characteristic in that they did not wish to teach 
secondary pupils and were lore iaterested in the younger pupils within 
their age rams. 
Thus it is argued that there is a clear difference in orientation 
as far es teaching intention is concerned. Nonetheless, as shown in 
2::), this difference in preference for teaching older 	 against 
younger pupils does not result in a difference in the :1)1 scores 
between the groups. This is a finding which runs counter to a aood 
deal of evidence from other investigations (Steele, 195; Case, 1962; 
1-)ickzon, 1965; Shipman, 1967). However, both Finlayson and Cohen (1967) 
and Halliwell (1965) found few differences between role conceptions 
of students training to teach older as against younger children. 
hey do not report on the institutional factors which ai- ht have 
influenced such a result. In this investigation it is strongly 
suggested that the college is influential in ensuring that role 
conceptions of primary and middle years students are not markedly 
different. 
Two major factors affect the finding. first, the significant 
orientation of the college is towards primary school teachina - a fact 
which is made clear to potential students coming for interview, again 
at the start of the couase, and emphasised throughout the course. 
Second, no student, on her application form had chosen to train 
specifically for secondary teaching. The weak effect of age range 
Table 23  
Total RDI scores of Education cs-,:e range grosi.Jo 
Primary Students 
(lee, 	 ti 
Middle Years 
Students(n=34) 
ijignificance 
of 
Dil'fprpnre 
Year 2(end) 127.83 126.44 NJ' 
118.42 116.83 
Year 3(end) 	 P 127.44 125.62 
S 119.61 118.1P 71,2 
scores of those students whilst in First Year undifferentiated groups 
Year 	 1(start) 121.47 121.03 
112.75 114.00 1-40 
Year 	 -,(end) 125.55 '42(.0C 
117.55 
grouping as differentiating between conceptions of tss tescher's role 
has been remarked upon in Gibson (1972i. 'Shia investigation of the 
cross-sectional sample, shows that in contrast to this longitudinal 
sample, third year students grouped by Education age range, do view 
the primary teacher's role differently. students trainins to teach 
younger children were significantly more open in theis role conception. 
What is suggested here is that the difference arose because the 
three groupings offered to the students in the cross-sectional sample 
(Infant/Junior; Junior; Junior/Secondary) enable clearer differentiations 
to be made in students' role expectations than the sir pier Primary/ 
Middle grouping of the longitudinal sample. 
Several factors appear to bear out this explanation. An 
examination of the RD' primary scores of the groups comprising the 
cross-sectional sample show a clear progression towards "openness" 
from the Junior/Secondary, through the Junior to the Infant/Junior 
group. This last group's education syllabus is specifically geared to 
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the 5-9 aje ranee in contrast to the Primary Years' 5-11 range. 
Thus, it appears that students' role conceptions are influenced by 
the formal organisation of college: the teaching groups to ,hick the 
students belong influencing the course content and, 
	 solo extent, 
eethodolo:y. An existing orientation towards young cnileeel becomes 
more sharply defined if the course provided concentrates exclusively 
upon young children rather than including some emphasis upon the to; 
two years of the junior school. When tl
- e. course (as for the 
 
longitudinal sample) is more widely pitched in terms of aka range, 
thin will serve, 	 is ar ued, to counteract the eove towards 
differentiating between groups noted in other studies. 
Second, an investigation of first year students' total RDI 
scores grouped according to peeferred age range shows no differences 
between those students preferring to teach older as against younger 
pupils. Table 24 shows the scores. Students were asked, for the 
purposes of this investigation, if they would prefer to teach in 
infant, Junior or secondary schools. As can be seen in Table 24 there 
are no significant differences in role conceptions between the groups, 
and it is possible that this initial orientation persists through the 
course aided by the College's pervasive primary atmosphere. 
..able 24  
RDI scores by students initial choice of aee croup 
(as stated on first day in college) n=126 
Infant(5-7) Junior(8-11) Secondary(11+) Not sure 
(n=48) (n.33) (n=22) (n=23) 
Year 1(start) P 122.77 122.33 121.46 120.09 
S 115.31 111.24 116.46 114.09 
Preference stated 
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It has been noted above (hypothesis 1), that the first year is 
the tire for major increases in RDI scores. The effect of nge range 
preparation in the last two years is therefore limited. It would be 
interesting to speculate what would have been the effect if students, 
upon eetry to college, had been allocated to age groups. It is felt 
that the first year would have seen a marked divergence in scores 
between the groups due to differing orientations of such groups. 
This is suc.,ested as the institutional factor producing differences 
in other researches. However, the primary orientation of tae college 
is strongly conveyed in the first year through the undifferentiated 
course to all students. It is suggested that this acts as a control 
over subsequent expression of opinion on teacher role. 
Finally, it is suggested that the difference between tie findings 
.or the cross-sectional and longitudinal samples may be due partly 
to differences between the two samples and partly due to the temporary 
influence of the publication of the Plowden Report. This document wys 
the subject of major attention by Primary groups in the year of its 
publication, and it could be that such attention served to accentuate 
di..leresces between these groups and the Junior/Secondary, 
hair. Course of Study  
Certain main courses of study contain so few students that 
results of significance testing must be treated with great caution. 
from the evidence presented below it is very tentatively suggested 
that: 
a. For Primary role conceptions the hypothesis must be 
accepted 
b. For Secondary role conceptions the hypothesis is also 
accepted bu; with less certainty. 
Generally then, it is suggested that a student's main course 
of study has little influence upon her view of the primary teacher's 
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role, but nay have rather more effect upon her view of the 
Secondary teacher's role. Stutients select their main course of study 
from 9 fields. RDI scores for the remaining sample of 109 students 
are shown in Table 25. 
RDI scores 
Table 25 
main courses grouped by 
Primary Scores 
Main Course Yr 1(start) Yr 1(end) L(s:,  ) Yr 5(end) 
Art 	 Craft(n=30) 122.37 126.90 123. 128.63 
Dance & Drama(n=18) 120.22 125.83 126.33 129.33 
nistory(n=15) 120.47 123.33 124.07 
Lnglish(n=18) 121.22 128.89 128.67 129.22 
Ceography(n=2) 129.00 137.50 134.50 130.00 
French(n=7) 122.29 124.29 150.57 130.57 
Diviniy(n=9) 121.67 126.11 125.9 122.2? 
Music(n=2) 119.00 117.50 125.00 120.00 
"6cience(n=4) 117.00 118.r/5 122.0 119.00 
ratio 0.44 1.u0 1.;;;5 ) 
NS NS NS 05 
Secondary Scores  
Art u Craft 116.77 120.77 119.87 122.33 
Jane() L. Drama 112.33 117.78 116.61 
Ilistory 113.53 113.13 115.13 114.93 
.nglisM 114.66 -22./2 121.94 121.78 
Geography 106.00 108.00 115.00 114.00 
F1'ench 112.-14 16.57 120.00 125.00 
Divinity 107.22 117.67 115.11 114.'18 
Music 108.00 109.00 118.50 113.50 
Science 102.75 107.00 106.25 110.25 
F ratio 2.22 2.83 2.44 2.64 
05 el 03 
Clearly the very small numbers of students following Geography 
(11=2), Music (n=4), and Science (n=4), make it very difficult to 
interpret real differences between the main course of study groups. 
..:he scores were however submittA to an analysis of variance of 
programme (Jixon, 1968) using programme LliD 07D of the manual. the 
2 ratios shown in Table 25 were obtained. for the groups given the 
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95 per cent confidence limit is 2.03 and the 99 per cent confidence 
limit is 2.69 (Garrett, l95F)). 
It would therefore appear that there is little real difference 
between main course croups in their conceptions of ::he role of the 
primary teacher, but a more marked and possibly real difference 
"eetween them for secondary role conceptions. however, if the three 
smallest croups are omitted the significant differences disappear. 
Table 26 shows the rank order of subjects for each jeer, wien hi:hest 
scoring at tee top of each column. Again it must be stressed that 
the very small numbers make it difficult to generalise 	 several 
features can be commented upon. First, the two eeographerc throughout 
the course have generally the most open conception of the primary 
eoacher's role and also the most closed conception of the primary 
teacher's role. Jecond o ethere is a tendency for the science and 
music students to score lowest throughout the three sears. Third, 
Table 2t  
Rank order of total Primary RDI scores 
hank order Year 1(start) Year 1(end) Year 2(end) Year 3(end) 
Geography 
Art 
French 
Divinity 
Ueo6raphy 
English 
Art 
Divinity 
Geographe 
French 
Art 
Dnglis:, 
irench 
oeraphy 
Dance 
eeelish 
5 English Dance Dance Art 
history French Divinity history 
7 Dance History Science Divinity 
3 o Music Science History music 
9 Science Music Music Science 
hank order of total Secondary RDI scores 
1 Art En-lish English French 
2 English Art French hrl, 
3 History Dance Music Art English 
4 Dance Divinity nusic Dance 
5 French French Dance History 
6 Music History History Divinity 
7 Divinity Music Divinity Geo- raphy 
8 Seography Seograpny Seegraphy ::eeie 
9 Science Science Science Science 
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the three croups, science, gecgraphy and music have the smallest 
numbers of students, and their exclusion from the table would can 
a less wide distribution of scores and loss of significance. Fourth, 
the scores for individual subjects generally show a similar trend 
Lc ti:at of the whole sample; that is, a marked increase i te first 
year and a maintenance of that level in the second and thirC. year. 
The exceptions to that trend are the history students secondary role 
conception which remains relatively unaltered throughout the course; 
and the Divinity students' Primary score which reverts to rear its 
first year level at the end of the third year. 
however, for this hypothesis the most important finding is that 
the relative position of the nine subjects is comparatively unchanged 
throughout the course. What this seems to imply is that the 
influence of the main course of study undertaken in college is not 
significant in affecting the role conception of students* 
This may be asserted with a good deal of confidence for primary 
role conceptions where no significant differences are observed in the 
fiast or second year and the removal of six students (music and 
science) from the third year reduces the degree of significance of 
difference observed below the five per cent level. For secondary 
Scores there is a clear initial difference in role conception between 
4rt and analish students on the one hand and geography and science 
seadents on the other. This difference is maintained througnoat the 
course. Clearly what is important is the initial predisposi;ions of 
students wnich may be in part related to the subject they nave chosen 
to study. the size ox samples and the focus o interest or this 
study do not permit safe generalisations to be made. 
Again, as wit aducation groups, it is suggested that tne initial 
orientation of students, together with the general etnos oi college 
is responsible for such changes as do occur in seudents0 roe conception, 
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rather than the direct influence of the main course of study. An 
ii.t.erestin, check on this finding may be undertaken by comparing the 
ocores of students grouped by main course preferences stated at 
,he outset of their course. Entering students are not req.A.red to 
tf 	 firm." on their choice of main subject until approximately six 
weeks after entering college. however, for the purposes of this 
study only, 124 students of the longitudinal sample were asked to 
state their preference on their first 	 in collee. Results are 
shown in fable 	 The primary scores show the sane pattern noted 
in the actual main course ,roups. The secondary scores - cw no 
significant differences; what seems to happen here is that higher 
scoring students expressin- a preference for Divinity, lusic, 
L.bo,raphy and dcieT:nce opt to join other groups at the pont of actual 
choice. These students open up a Lap between these four subjects 
and others which tends to remain throughout the course. 
Table 27  
RDI scores of 126 first year students grouped by stated 
preference of main course 
i'rimary Score Secondary Score 
Art 	 ',., Craft 	 (n=31) 120.16 114.94 
Dance & Drama (n=14) 123.07 115.00 
History (n.P) 124.50 117.75 
English (nim32) 122.57 114.30 
Geography (n=5) 121.20 110.0 
French (nag9) 124.78 113.73 
Divinity (n=17) 120.49 112.7' 
Music (nm4) 120.53 117.7j 
Science (n=6) 118.50 107.17 
F ratio 0.52 0.' 
Significance NS 
- 
the interview sample were questioned about main course student 
membership, and whilst they claimed enerally to see differences 
etween Dance and Divinity students in certain personality variables 
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(see Chapter 9), there was consensus that students following different 
main courses would not necessarily have different conceptions of the 
role of the teacher. When acquainted with the nature of the differences 
in secondary role conception of the second and first years, third 
:rear students in the interview sample tended to explain the findir7 
in terns of the "freer approaches" of Art, Dance and EnilisL teachers 
which possibly separated them from the "more formal approaches, 
dictated by the subject" (in the words of one student) of 
Science and Divinity teachers. However, it must be repeated that in 
view of the smallness of the sample it is felt that this secondary 
finding should be treated with extreme caution. 
5c. Resident or Day Student  
The hypothesis must be accepted. When the scores of theresident 
students are compared with the scores of non-resident 
students, no significant differences are observed. 
The proportion of students in residence fell during the course. 
Of the original intake of 126 students 83 were in residence, 43 non 
resident. By the end of the third year only 64 were in residence 
whilst 41 were living at home or in their own flats. The college has 
no official lodgings scheme.. Younger studen ts incressing1;; ravoured 
livinj; out of college as the course progressed. Table 2('. scows only 
the scores of the oriinal intake and the final sample. 
Table 28  
(etal RDI scores of resident and non-resident students 
Resident Non-resident.: 
6ignificance 
of 
,f_orence 
First Year(start) P 121.47 122.58 NS 
(n=126) 	 .; 113.76 114.96 
(n=83) (n=43) 
ii.rd 	 ear( end) 	 _ . . ,-- L... 	 ,_ -,,, 
(n=105) 
	
6 119.05 119.13 
. (-.- (,414?) 
In the third year there is a correlation of 0.5273 between the 
Resident/Non Resident and Age categories. A comparison of Table 28 
with Table 11 reveals however that the inclusion of younger students, 
living at home, in the non-resident category tends to lower the 
RDI scores. The difference for secondary role conception, seen in 
the third year for over and under 21 year olds, does not emerge here. 
An analysis of individual RDI items reveals no consistent pattern 
of differences between the two groups, although two items (17 and 24) 
tended to reveal, although less sinificantly,the differences noted 
in the testing of the age hypothesis. here the non-resident students 
tended to disagree more strongly than the residents that a teacher's 
out of school activities should be largely connected with youth work 
or sport, and that she should take an active part in the life of the 
local community. It is again suggested that students resident in 
college tend to take a slightly more idealised view of this role 
prescription, whilst the non-residents (particularly married women 
with home commitments) view greater involvement with the community 
and young people with slightly less favour. 
5d. hall of Residence  
The hypothesis must be accepted. When resident students 
are grouped according to their College hostel, no significant 
differences emerge between RDI scores. 
Resident students live in five college halls of residence, known 
as college hostels, all very close to the main college building. 
Students are placed in hostels alphabetically in the first year. At 
the start of their second year they are given a. choice of hostel. This 
is used by many students as the opportunity to change their hostel. 
As can be seen Hostel C is relatively unpopular with students (it is 
a draughty, late Victorian building). similarly Hostels D and h are 
old houses with few students (D=6/7; E=12/14) and some traditions of 
  
Hostel  
(RDI scores are shown for residential sample of 
82 first years*, 70 second years, 64 third years) 
      
C. D. L. Degree of Significance 
          
          
          
          
          
122.69 
115.35 
(26) 
126.69 
119.31 
(26) 
126.00 
118.52 
(42) 
125.97 
119.03 
(39) 
123.25 
11,5.63 
(8) 
128.88 
119.88 
(8) 
129.74 
120.54 
(14) 
128.42 
120.68 
(11) 
120.14 
112.06 
(35) 
126.34 
117.89 
(35) 
127.64 
116.64 
(14) 
128.31 
117.39 
(14) 
119.50 
115.75 
(4) 
121.75 
116.25 
(4) 
121.67 
117.56 
(9) 
126.33 
121.67 
(9) 
NS 
NS 
NS 
NS 
NS 
NS 
Icy 
NS 
Year 3(end) 	 P 
Year 1(start) P 
S 
21 
Year 1(end) 	 P 
S 
n 
Year 2(end) 	 P 
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Table 29  
Total RDI scores of resident students by Hostels 
'Note: At the start of the first year 83 students were in residence. 
The figures given in this table however relate to hostel at end of 
the first year. 
being "first year" accommodation. At the start of the second year 
the majority of students choose to live in Hostel A which is large, 
modern and comfortable, yet arranged by staircases giving opportunity 
for small groupings. 
It was thought that thisTriendship choice" of hostels in the 
second year might result in a polarisation of RDI scores. As is clear, 
this does not happen. Friendship Groups, from this limited evidence, 
does not appear to result in different attitudes to education. It is 
likely that college policy on staffing hostels aids this non-differen-
tiation. hostel Wardens are not drawn from the academic staff but from 
administrative staff of college. Students saw their hostel wardens as 
contributing nothing to changes in teacher role-conceptions. 
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There is no doubt (see Chapter 9) that student interaction is 
maximised in the hostels. Newcomb (1943) found a link between attitudes 
and student hall of residence. The reasor no similar finding is 
made in rear,ect of RDI scores is thought due to the lack of staff 
influence and the limited range of attitudes measured by the RDI. 
Interview students suggested that within the large hostel A many 
distinct groupings existed of friends sharing similar interests and 
beliefs. These groupings, it is suggestedi would not show up in RDI 
scores as it is too blunt an instrument and as students* orientations 
were generally favourable towards children and education. Nonetheless 
is is likely that some of the small friendship groups may be 
characterised by differing personal and political attitudes but that 
these would only show up in very closely focussed enquiries. The 
interview sample suggested that Hostel 13 was characterised by a more 
professional approach ("the dedicated teachers" was a term used). 
This impressionistic view was not however borne out by RDI scores. 
Shipman (1966) suggests that hostel interaction is based on 
essentially "coffee brew" type groupings, that there is no strong 
distinguishing political or educational viewpoint characterising 
college of education students. Both the RDI scores and the accounts 
of hostel life given y the interview sample ;support this suggestion. 
Small cliques of two,nhree or four students, loose1:1 connected with 
other similar groups appears to be tha characteristic mode of grouping. 
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nypotnesis -  
when students on a three year course of teacher training are 
,rouped according to certain assessments of their performance on 
particular parts of the course, there will be no differences in 
teacher role conceptions between the groups. 
In the teatinG of this hypothesis students were ,:rouped by: 
a. Final mark in Theory of Education 
b. Final :6chool Practice mark 
c. Teaching Practice marks other than Final School Practice. 
6a. Final mark in the 2heory of Lducation 
The hypothesis must be accepted. 
The RDI scores in their third year if students grouped by 
different grades in the Theory of Education examination reveals no 
significant differences as shown in Table y 
Table 30 
RDI scores of students grouped by Theory of Education mark 
(111210) 
Th nry mf 	 ,dnnation mark 
Significance 
A(5) B(2) c(b6) D/E(8) of 
Difference 
Year 3(end) P 125.52 126.44 126.91 127.59 NS 
il 117_94 119.12 118.84 120.63 NS 
The final mark in Theory of Education is made up of a combination 
of four elements: Paper I (a traditiontl type three hour, three 
question paper common to four colleges); Ptper II (a "problem solving" 
type of paper peculiar to the colle;7e; caneidates write for up to 
three hours in response to a profile of a child or a school situation); 
Course Work assessment (a mark. representing an average of marks for 
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essays written over three years on the disciplines of Education 
on aspects of primary or middle years education); and the mark 
for a special exercise (a dissertation on a chosen topic undertaken 
mainly during the last year of college). 
Table 31 shows that no significant correlations exist between 
the final education t}.eory mark or any of its components and the 
students' RDI score at any point during the course. 
Table 31  
Correlations between Theory of Education mark and 
RDI scores (n.105) 
Paper 
I 
Paper 
II 
Course 
Work Dissertation 
Final Mark 
Year 1(start) P 1017 1500 1380 1098 1904 
S -0422 -0298 0792 -0156 0534 
Year 1(end) 	 l 117:; 1499 1313 1001 1533 
'' 0715 0533 0634 0666 1036 
Year 2(end) 	 P -0015 0302 -0753 0426 0335 
-0374 -0380 0066 0321 0401 
Year 3(end) 	 I' -0606 -0182 0145 0562 -0341 
S -1178 -0111 0062 -0523 010E. 
Not: None of the correlation coefficients are significant: 
05=1950; 01=2540. 
The finding would appear to demonstrate fairly conclusively that 
paper and pencil teats such as the RDI are of little value in predicting 
how students williare f.n the final Theory of Education examination. It 
is clear that in terms of expressed attitudes to educational issues 
the Instrument does not discriminate between good and weak students in 
terms of their wrii;i:en work in Education. 
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6b. Final School Practice mark  
The hypothesis must be rejected. 
When the RDI scores of students obtaining a distinction mark 
(an A on a 5 point scale) on final school practice are compared with 
the scores of other students, a significant difference is observed. 
Only 9 students in the longitudinal sample obtained an A ;rade on 
final school practice. The scores for the groups are ohown in 
Table 32. 
Table 32  
RDI scores of students grouped by Final Teaching 
Practice mak 
School Practice Mark 
eienificance 
of 
Difference A (n=9) 
B 
(n=39) 
C 
(n=47) 
D 
(n=10) 
Year 3(end) P 137.72 125.91 125.9 125.50 05 
S 130.00 119.24 117.0€ 117.30 05 
The correlation coefficients for teir6 year RDI aces and 
teashine practice mark were .2306 (Primary) and .275(, Oecondary). 
Tee primary figure is significant al; the A5 level, the eecondary also at 
the .05 level. No other years' RDI scores correlated wleh final 
school practice grade, or indeed with the erale on any preetice. It 
is of interest that the RDI scores of groups of students obtaining B, 
C and D grades are very close to each cer. Only the nine students 
obtaining distinctions appear, as a group, to score significantly 
differently. Thus, the RDI would appear to be of very limited value 
in predicting success on school practice. It cannot be used to 
identify those students who will obtaie low teaching practice grades. 
Further doubts as to the validity of tais finding are raised by the 
results of testing hypothesis 6c. 
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6c. Teachin7, Practice marks other than final school practice  
The hypothesis must be accepted. 
Students undertake two practices in their first year (Group 
Study and Suffolk) and a four week second year practice. Gradings 
by College tutors and :need teachers were collected on a five point 
scale A-E for the first two practices, and on a three point scale 
(Above average A/114 Average C; Below Average D/-) for the third practice. 
Table 33 shows that no significant differences exist between the 
RDI scores of the groups. 
Table 33  
ADI scores grouped by leaching Practice Grade (Sample 
sizes: First Year n=124; Second Year n=116) 
a. First Year !:group Stud r ir:~ . Year (start) RDI 
Tutor Grede 
Significance 
of 
Difference (n=6) (n=32) 
C 
(n=64) 
D 
(n=22) 
Prinary 
Secondary 
1:!4.33 
1'i 	 .39 
11?.62 
114.03 
'120.87 
114.4:j 
122.34 
113.32 
NS 
NS 
b. First Year Suffolk Practice. First Year (end) RDI score 
Tutor Grade 
Significance 
of 
Difference - 	 12) 
n 
(n=36) (n=59) 
13/6 
(n=17)  
Primary 
Secondary 
127,23 
1'19.43 
128.85 
119.37 
125.79 
117.51 
126.43 
118.20 
NS 
NS 
dead Teacher ',Trade 
Significance 
of 
Difference 
- 
(n=12) 
e :: 
(n=35) 
C 
(n=58) 
D/E 
(n=18)  
Primary 
Secondary 
125.24 
116.09 
126.02 
117.43 
127.54 
111.41 
129.40 
120.39 
NS 
NS 
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c. Second Year Practice; Second Year (end) RDI scores. (Three 
gradings only, 
	
C; D/E) 
Education Tutor Grade 
Significance 
oI 
Difference 
A/B 
1n=31) 
C 
(n=61) 
D/E  
(n=24) 
Primary 
Secondary 
129.94 
117.71 
127.57 
119.30 
125.88 
117.38 
NS 
NS 
School Tutor Grade 
Significance 
of 
Difference 
A/B 
(n=34) 
C 
(n=53) 
D/ E. 
(n=29) 
Prinary 
Secondary 
127.15 
113.42 
127.47 
118.62 
127.24 
118.23 
1 
US 
N3 
.-ia:, Teacher Grade 
Significance 
of 
Difference 
A/E 
(n=32) 
C 
(n=61) 
D/E 
(n=23) 
Primary 
Secondary 
126.65 
117.34 
127.07 
119.18 
12.91 
11.1"  
lis 
...., 
Notes on rlable 33 
1. For Group Study the Tutor grade is the rade given by the Tutor 
leader of a teem of steff working with students on the Practice. 
The grade was arrived at after discussion with other tutors on 
the team. 
'3 
L • or the Suffolk Practice, the tutor grade is an asccesment arrived 
at by a team of Education Tutors in consultation with all other 
tutors who saw the students during the pre.ctiee. The Head Teacher's 
Grade was obtained from a report card which the head completed 
at the end of the practic:: in consultation with the claso teacher. 
3. On the Second Year Practice separat assessments were obtained 
from the student's Education J:utort by the School Tutor and the 
Head Teacher. 
further check of the hypothesis was carried out by .Lreuping 
those students who were causing "concern" to staff over teaching 
ability. "Concern" defined by the. Principal in a staff meeting at the 
21+4. 
end-of the second year practice as those students felt to be "in 
need of extra help and attention onsschool experience" or "likely 
to be in danger of failing their final school practice" or "students 
whose performance on the second year practice gives rise to doubts 
as to whether the;" can cope in the classroom". These students were 
selected by a meeting of all college tutors after the end of the 
practice. When the RDI scores of there students are compared with 
those of other stutents (Table 34) nc significant differences emerge. 
Table 34 
RDI scores (second year) of students causing "concern" 
to college staff at the end of second year school 
practice (n=116) 
Students causing 
"concern" 
(n=20) 
Otlnn 
Students 
(n=96) 
o f
Zignificance 
Difference 
Primary 
Secondary 
123.15 
8 11.95 
127.-,5 
1'8.38 
N 
T, 
i i0 
hypothesis 7  
',then students are grouped by their sceres on the personality 
measures of extraversion and stability there will be no differencet 
between conceptions of role of the teacher held by the groups. 
An attempt was made to establish whether personality differences 
would affect students' conceptions of the ten.cheris nolo. At the 
start and end of their three year course students completed. the 
Eysenck Personality Inventory ( ysenes, 1964). This inventory, shows 
at Appendix 3, sets out to measure what 3ysenck claims to be two 
major dimensions of personality, extreversnon/introversion and 
neuroticism/stability. The inventory or a similar one, the Maudsley 
21+5. 
Personality Inventory, has been used fairly extensively in studies 
of students. The most widely reported personality instrument in 
studies of student teachers is Cattell's 16 PF questionnaire, as 
reported for example in Warburton (1963). It was decided after 
consultation however tc use the simpler Eysenck Personality Inventory 
in order to reduce the demands upon students (who would be involved 
throughout the course in completing the RDI and other questionnaires); 
in order not to collect data which woul not be used; and because it 
was asreed to keep the statistical analysis of data as simple as 
possible. Further, in the investigator's judgment, results from the 
16 PF, whilst establishing some differences between student groups 
and showins some relationships between certain dimensions and 
performance on the course, do not justify its administration in the 
present study of professional socialisation. The EPI is easy to 
complete and score, and, whilst lacking L_:c sophistication of the 
16 Pt', yields tiro major personality dimensions by which students may 
be grouped. 
'.1.able 35 shows tle: cores on the EPI both for the colle, e sample 
and for Eysenck's normal standardisation groups. There are no 
significant differences between an student teacher scores on each 
dimension. The correlations between first and third year RDI testing 
of the 105 students in the longitudinal sample was 0.709 for 
Extraversion and 0.675 for Neuroticism. 
Testing the hypothesis  
7a. 1;xtraversion/Introversion 
The hypothesis must be accepted. When students are srouped 
by EPI scores on this personality dimension, no significant 
differences are observed between the RDI scores of the groups. 
Ztudents were grouped as "high scorers" (extraverts) or "low 
scorers" (introverts). For the purpose of classification high and 
'mile  
44-s nck Personality Inventory 4cor4i-; 4tandav sution 
Sample and Collewe Sample 
Age 
Zartravgi'liiaz- 
:, 	 6 
Standard- cation4arple 
27.45 
20.39 
2L.7 
23.31 
12.0? 
12.3? 
12.W 
11.41 
4.37 
4.4 
_.1±10:2. 
4 .73 
4.34 
4.5,  
4.64 
Total (n.42,000) 
tn1ent Teachers 
(n=132) 
First Year (ne124) 
Correlation: First Year/Third Year scores E=0.7089, N=0.6753 
(Appendix 1) 
low scores were defined es approximately ore etandsrd do-v. tion 
frc the 7,eflr. Thus, the extraverts were tnoze scor, 
more on the scale; introverts those scorini: sight or lacs. Table 3b 
s-ows 	 t such classification •:(eldel 20 3X reverts 	 1; 
introverts in the :irst year scrple of 12, rind 14 and 16 lap-actively 
iror the third year sample of io. 
cable ,'. 
 
RDI scox 	 oz students Eronped by high and low scores en 
1:4xtravelsioi dimensiou of Lysenck Personality lnvrtori 
1 
nigh Scorers 
"1-4xtraver.„-s" 
Low Scorers 
"Introverts" 
Other 
students 
4i n flumes 
' ii,fiereacs 
Year 1(start) F 123.53 119.05 122.., 15.4 
S 116.97 1"2030 114.1,',  N3 
(un20) (L=1A (1. ,a;; 
t - A. 3(end) 
	
i 128.45 123.39 1277 NS 
119.21 119.94 11% N5 
(nal4) (n=16) (r 	 7;') 
7b. Neuroticism/Stability 
The hypothesis must be accepted. Urouping of SDI scores 
by neuroticism and stability reveals no significant 
differences. 
Neuroticiszn and Stability were taken as those SPI scores 
approximately one standard deviation from the mean (eight or under, 
sixteen or over). 
Table 37  
RDI scores of students grouped by high and low neuroticism 
scores on the Eyseack Personality Inventory 
fis,;h Scorers 
("stable") 
Low Scorers 
("neurotic") 
Other 
Studess,e 
significance 
of Difference 
Bear 1(stare) I 123.42 120.12 121"se NS 
S 115.84 112.40 114.33 NO 
(n=21) (n=19) (n=86) 
iesr 
	
3(end) 	 .. 128.26 125,60 126.84 
120.55 117.36 119.14 '.13 
(n=16) (n=14) (n=75) 
se 
s„,_sotheais 8  
During a tesee year course of teacher training there will be 
no significant differences between the conceptions of the role of 
the teacher held by the College of ducation staff and its students. 
The hypothesis must be xejected for the students upon entry 
to college, but must be accepted for second and third year 
students and for students et the end of their first year. 
The RDI was completed during the sample's second year by 31 
members of the tutorial staff of the college (ninety—one per cent 
response). fable 38 shows the comparison of student and staff scores. 
Sven although staff attitudes were sampled once only it is argued 
that because of the strong holding power of the college (;hapter 
2)+8. 
Table 38  
Total RDI scores of students and staff 
RDI 
Score 
Significance of 
Difference from 
Staff Score 
Staff Score Primary 
Secondary 
125.42 
119.23 
Student Score First Year(start) 121.16 05 
(n=105) 113.65 01 
First Year(end) P 126.18 NS 
118,29 NS 
Second Year(end) P 127.40 NS 
118.31 NS 
Third Year(end) P 126.87 NS 
S 119.08 AS 
the single testing is likely to reflect staff views throughout the 
three years. What seems clear is that students enter college with 
role conceptions for both primary and secondary teachers somewhat 
differing from the College staff, but that during their first year 
they move towards the staff conception. however, within this pattern 
of apparent agreement with staff attitudes on teacher role 
prescriptions, several items consistantly throughout the course 
differentiated the two groups. Students tanded to agree that both 
1)rimary and secondary teachers should use marks, starsotc., in her 
classroom; staff were far leas certain that this was a desired 
behaviour for teachers. Similarly, students favoured sex education 
as a legitimate teacher activity, staff were much less convinced 
that teachers should undertake their responsibility. Further, staff 
stron ly disagreed with the proposition that a teacher's out of so:ool 
activity should be largely connected with youth work and sport, 
whilst the students throughout their course were fax less emphatic 
in their disagreement. 
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Of considerable interest is the finding that RDI item 34, 
relating to the use of corporal punishment did not differentiate 
between staff and student attitudes at the four points of measuremert. 
however, as shown in Chapter 7, the effect of final school practice 
is to widen the gap between student and staff RDI scores. Not only 
does a significant difference emerge between secondary and primary 
totals, but, for the only time in the course, a difference emerges 
on item 34, with students moving, at the end of school practice, to 
a position more favourable to corporal punishment. This difference 
(significant at .01 level for primary teacher role and 	 for 
secondary teacher role) disappears at the next time of testing of 
tne whole longitueinal sample at the end of the third year. 
interpretation of the general movement towards steff views are 
discussed in the light of the interview sample evidence in Chapter 9. 
At this poirt it may be argued that the change may represent n 
substantive change in attitudes to teaching or merely impression 
management (3hipman, 1966). Thus, it an be argued that the students, 
during their first year detect the "appropriate" views cf teacher role 
held by staff, particularly education Department staff (Chapter 9), 
and reproduce these on paper and pencil attitude tests, or in written 
work during their course. However, at the "crisis" point of school 
practice there is a movement away from staff attitudes, particularly 
with regard to the issue of corporal punishment. 
Hypotesis 9  
There will be no difference between the scores on Naturalism, 
Radicalism and Tendermindedness in Education of students at the start 
and end of their three year course of initial training. 
The hypothesis must be rejected for Naeuralism and Radicalism, 
but accepted for Tendermindedness. 
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The lonaitudinal sample (n=105) competed the Manchester Scales, 
Survey of Opinions about Education (Oliver and Butcher, 1962) at the 
start and end of theircourse. The scales are critically assessed in 
Chapter 2. Results are shown in Table 39. 
Table 39  
.cores of longitudinal sample on Oliver and Entcherls 
Survey of Opinions about Education* 
First Year 
Start 
(n=105) 
Third Year 
End 
(n=105) 
34
-mificance 
-a 
of 
Di2ference 
Naturalism 31.27 )3.15 .01 
SD 4.61 4.97 
Radicalism 45.35 46.9C' .05 
SD 4.87 5.03 
Tendermindedness 41.39 42.90  
SD 8.53 .8.57 
The scores are very similar to thoae of aalliwell (1563) who, 
with a group of 110 female students,recorded the following 
means and standard deviations (in bracklbs): N=31.30(3.95); 
.. -i=46.4(3.2)1 T=46.61(6.85). 
Correlation: First Year/Third Year scores Nu0.3308; R=0.4846 
T=0.6455 (Appendix 1) 
These results supplement the findings of hypothesis 1. They 
show students increasina during their course in Naturalism and 
aadicalism in Education. It is argued that this is a finding to be 
expected. The Naturalism iteas on the Manchester Jcsies deal with 
classroom practices, the Radicalism items with suaaested changes in 
education. Or both of these scales increased scores are likely to 
occur as increased knowledge of educational practices appears to 
affec some attitudes to education duriaa training. The Tendermindedness 
Scale regards children as persons to be treated as ends in themselves. 
Students enter Colleae with strongly positive attitudes towards 
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children, and these attitudes, as measured by the RDI, persist during 
the three years. Further, the correlations between the RDI scores 
and Naturalism and Radicalism are higher then with the Tendermindedness 
scores in the first and third years. 
This finding compares with that of McIntyre and Morrison (1967) 
who found (in a cross sectional study) that for non-graduate women 
there were highly significant changes on Naturalism and Radicalism 
between first and third year (.001 level) and lower but still 
significant changes on the Tendermindedness scale (.05 level). They 
argue that the effect of college training appears to be in the 
direction of much increased scores on the naturalism and radicalism 
scales. NcLeisn (1970) in his study of ten colleges reports 
"considerable" differences between the scores on Naturalism in 
Education at the start and end of the course and small but significant 
differences in Radicalism and Tendermindedness in 1;ducation. he 
does not give details of the scores but does point out that all changes 
were in the direction of tutors' opinions. 
ihis chapter has been much concerned with change in students' 
conceptions of the teacher's role as measured by the Role Definition 
Instrument. It appears that early in the course students' attitudes, 
with exceptions on certain issues, move towards more open or liberal 
positions. The questions arise as to how far students perceive 
themselves channing and how such they attribute List chan6e to 
collee influence. The interview sample was used to probe these 
issues over nine terms. however, at the end of the final term all 
students completed, anonymously, a third year questionnaire (Appendix 3). 
lesults from that questionnaire reveal that whilst a majority of 
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students feel they have changed quite considerably both as persons 
and in their attitudes to teaching, a minority only appear to accord 
college an important role in effecting that change. It is felt by 
the investigator that the findings which follow are subject o many 
qualifications because of the limited nature of the questionnaire, 
and that what is required is the type of 6.etailed study at least of 
the type undertaken with the interview sample. The questionnaire is 
considered a blunt instrument for assessing the impact of colleee. 
question 1 	 - 	 How muca have you enjoyed your 
N 
three years tt College? 
(Ayprox) 
A great deal 36 34 
iuite a. lot 43 41 
A moderate amount 22 21 
A little 4 4 
Not at all 0 0 
105 100 
..11111.•••n•n 
Is with the questions which follow the reepoese categories are 
open o criticism on the grounds that they only imply a decreasing 
!Tedient; that the reletive weiehtines of each cateeory cannot be 
assumed to be constant, and that they force the student to select a 
response which may not be approprinte. However, it seems ehat three 
quarters of the sample eajoyed their time ii college a good deal. 
Chapter 9 ouggeses that this may well be due to the interpersonal 
satisfactions of informal small croup interaction. 
euestion 2 - Over the past three years how much do you think you 
have changed as a person? 
U (Approx) 
A great deal 25 24 
jeuite a lot 38 36 
A moderate amount 26 25 
A little 14 13 
Not at all 2 2 
n•nn•nn•••• 	 111001.n 
105 	 100 
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Clearly the ouestion is weak in its lack of specification of 
what constitutes personal change. No scale of values (such as the 
Allport-Vernon-Lindzey Study of Values) was employed; and only the 
hyseuck Personality Inventory to measure two dimensions of personality 
was used. It cannot be assumed that students share common under-
standings as to what constitutes "changed as a person". Nonetheless 
sixty per cent clearly feel they have chaneed quite considerably. 
The anonymity of the responses did not allow identifica - i011 of 
individual students. It would have been interesting to discover if 
the fifteen per cent who detected little change in themselves shared 
common characteei tics such as a6e or religion or some institutional 
variable. 
;question 38 - Over the past three years how much do you feel your 
attitudes towards teachirA have changed? 
N %(Approx) 
A trent deal 20 19 
Quite a lot 45 45 
A moderate amount 28 26 
A little 10 10 
Not at all 2 2 
n 11n0411. 	 nMO1.000 
105 	 100 
owl•••••••n 
Just over sixty pe:: cent of the students see themselves as 
having changed quite considerably in their attitudes to teaching. 
No direction of ehange is given however and the global nature of the 
question rakes it of little value except for its indication- that 
approximately twelve per cent of students do not feel they have 
changed 	 6mificantly. Again, the anonymity of the questionnaire 
makes it impossible to identify these "non-changers" to see how their 
judgment is reflected in their RDI score. The interview sample 
evidence shows however that the question of chanee is not one which 
can be adequately investigated without a good deal of sophistication 
of research methodology. If the RDI primary scores alone were taken 
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as indicators of chance and students' first and third year scores 
were compared, 67, of the 105 students had apparently chanced by more 
than five points over that period and nineteen of these were in a 
closed direction. If the criterion is raised to ten points difference 
the figures become twenty-nine and four respectively. Such an example 
illustrates the difficulty of such comparisons. 
Question 31) - If your attitude to teaching has changed at least 
a moderate amount; how much do you feel that Colleee has been 
responsible for this change: 
AApprox) 
A great deal 16 17 
Quite a lot 27 29 
A moderate amount 31  33 
A little 15 16 
Not at all 4 4 
93 100 
••n•n•n••n• 
Muss it would seen that only ic.; per cent of students who feel 
they have changed see college making a quite considerable impact o 
their attitudes to teaching. A more detailed but similar impression 
is gained from the interview sample with fist under half giving the 
college major importance in role-learning. Rather, it is the 
experiences college facilitates, particularly School Practice, which 
affects the students most. This is brought out in the evidence on 
role models in Chapter 9 where school practices and teachers are 
seen as the most significant influence on teacher role learning. 
Question 4 - When do you feel that your most important learning 
about the role of the teacher happened? 
before coming to college 7 
'XApprox) 
Iii the first year of college 3 3 
In the second year of college 21 20 
In the third year of college 25 24 
Steadily throughout the course 48 46 
Eo reply 1 
105 	 100 
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The evidence here conflicts with the conclusion which might be 
drawn from this chapter. Only three per cent of students see their 
first year as a significant learning period; the evidence of the RDI, 
and to a large extent from the interview sample, is that the first 
year is a very significant period for role learning. There is however 
among students (and certainly among college staff) widespread belief 
that major changes take place in the third year. The investigator 
argues in Chapter 9 that it is the impact of school practice which 
bears most upon students and that the early practices are particularly 
important in developing group perspectives to guide action and to 
serve as evaluators of work demands. It may be that the first year's 
importance in the students' minds is played down for several reasons. 
The dimensions of role learning are not specified; there is a tendency 
to value current experience; the serial nature of college socialisation 
implies (through its placing of assessment and its unspoken assumption 
that work becomes more important from the first to the second to the 
third year) that the third year is the most "vital" year; and the 
third year practice is the longest the students experience. The 
argument of this thesis is that the first year is very important to 
students in learning the appropriateness of behaviour, whether in 
classrooms, tutorials or questionnaires. The significance of this 
year nay not be apparent to students — indeed from the evidence now 
produced, it clearly does not rate high. It is held to be certain 
however that the response to a single question such as this (upon 
which Marsland (1970) erects a theory of "identity crystallisation") 
cannot be taken at its face value and requires at least discussion 
throughout the course with individual students to reveal the complexity 
of the process by which students come to regard themselves CS teachers. 
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Chapter 7  
TILL LFFLCT OF SChOOL P.RACIICa; 
In the planning of this investigation it was considered that 
the periods of school practice would be of considerable significance 
in the process of professional socialisation. Interviews with 
students as the course progressed together with a review of the 
literature confirmed this opinion. It was therefore decided to study 
the effect that school practice had upon students' conceptions of 
the role of the teacher as measured by ±DI scores; to investigate 
the correlates of teaching ability as measured by the Final School 
Practice mark; and to attempt a preliminary study of the relationship 
between expressed attitudes and classroom behaviour. 
1e nature of these three studies is limited by the more general 
focus of, and personal constraints on, the investigation of professional 
socialisation in colle,e as a whole. Further evidence is offered 
later from the interview sample, but the findings make only a very 
modest contribution to countering Nibble's criticism that in considering 
teaching practice: 
"We have not engaged in any serious evalution of the 
purposes and methods used in this branch of our work" 
(-2ibble, 1966, OC) 
The evidence which follows bears indirectly upon nibble's point. It 
is not subjected to very detailed analysis but it ;,ields sufficient 
data to raise fundamental questions concerning the effect of practical 
teaching upon students in colleges of education. 
The effect of school practice upon fiDI scores  
Chapter 2 includes American research suggesting that the effect 
of school practice is to influence student attitudes in a negative 
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direction. It would appear that during the teaching experience there 
is movement away from liberal-democratic views. In this investigation 
such a change would be represented by a reduction in RDI scores. The 
period of final school practice was used to examine whether such 
negative movement of scores would occur. 
The college's final school practice comprises a consecutive 
period of ten weeks in the Autumn Term of the third year. It was 
resolved to use a substantial proportion of the longitudinal sample 
to measure how this practice affected role conceptions. The RDI was 
completed in the week before the practice and in the week following 
its end by sixty-nine students (representing approximately sixty per 
cent of the cohort). These students were drawn from five education 
groups and included twenty-three middle years students and forty-six 
primary students. The scores at the start of the practice were very 
similar to those recorded by the entire longitudinal sample at the 
end of the second year implying that as a group no change had taken 
place during the three month interval of the summer vacation. For 
the 116 second year (end) and 69 third year (start) the primary and 
secondary RDI scores were respectively P:127.52/125.95; Z:113.47/118.41. 
'able 40 i,ivez details of sco:'cs at the start and end of the ten week 
practice. 
Table 40 
RDI 'cores at start and end of ten week 
period of practical teaching (11:69) 
',Start 	 of 
kractice 6core 
End of 
Practice ecoTe 
3i-nifecance 
of 
Difference 
hDI Primary Total 125.93 122.75 05 
RDI :secondary Total 11a.41 114.61 05 
Thus a hypothesis that a substantial period of practical 
teaching will be to leave students' role conceptions unaltered must be 
rejected. The table shows that RDI scores are significantly reduced*  
representing a move towards a more closed conception of the teacher's 
role. This is the first empirical demonstration of this phenomenon 
in the United Kingdom and the finding confirms those American studies 
reported in Chapter 2. The evidence of Chapter 9 can be used. to 
interpret the change as due to the "reality shock" of first hand 
experience of the classroom and to the operation of a school perspective. 
The administration of the RDI immediately at the end of school practice 
modifies the effect of a college perspective which may serve to 
influence students to produce "acceptable" responses in college 
situations. It is felt significant that at the end of the third year 
(i.e. two terms after the administration of the RDI at the end of 
school practice) scores have increased such that the significant 
differences recorded during teaching practice are eliminated. 
:examination of the RDI at the end of the practice showed that 
scores decreased on 23 primary and 25 secondary items and no items 
increased significantly. For five primary and four secondary items 
the decreaseb were significant. Thus, as a result of school practice 
students appear to favour more the practice of . souping children by 
ability for academic subjects (RDI item 7); and to be rather less in 
favour of encouraging parents or other visitors to come into the 
school (27P; 30S). Students are less in favour of primary teachers,  
activities out of school beinr. larLaly connected with youth work or 
sport (24). 
However, the greatest decline in scores, significant at the .0C1 
level is recorded on item 34 relating to corporal punishment. Here, 
students moved, as a group, from a general tendency to disagree with 
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the practice to a position of far greater uncertainty. More 
strikingly, in terms of numbers of students this meant that whilst 
47 and 45 disagreed or strongly disagreed with the practice by 
primary and secondary teachers respectively at the start of the 
school practice, at the end of the practice the fieures were 27 and 
29. similarly, whilst only 5 and 8 agreed with the practice before 
entering schools for their ten week experience, at the en& cf the 
practice 23 and 21 now agreed with the use of corporal punishment 
by primary and secondary teachers. Thus, school practice would appear 
to dramatically influence views on the desirability of corporal 
punishment. An alternative explanation is that the RDI was completed 
at the end of school practice using a school rather than a colleee 
perspective. such perspectives could produce different responses to 
the issue of corporal punishment (Chapter 9). 
It would be wreng to assume that school practice experience 
operates in a uniform manner on all students. Of the 69 in this 
investigation 46 showed lower RDI scores after the ten week practice 
for both primary and secondary teacher role conceptions. however, 
22 recorded higher secondary scores and 21 recorded higher primary 
scar s. A further investigation was conducted. in an attempt to 
discover if any pattern underlay these movements. It was hypothesise& 
that students' attitudes would be influenced by the decree of difficulty 
they encountered on the practice, and that in more difficult circum-
stances students' attitudes would move in a negative direction. This 
hypothesis was ori-inally suggested both by eihipmanls (1966) thesis 
that more difficult schools produced lower teaching gradines and by 
popular student mythology that "tough schools needed tough teachers". 
The findings suegest that there is a significant relationship between 
difficulty or as of the classroom situation and the change in student 
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scores. 
At the end of the school practice, students were asked to rate 
the difficulty of the situation in which they had found themselves. 
The scale given was a five point one: Very Difficult/Difficult/About 
Average/Easy/Very Lazy. No criteria were suggested to the students 
for assessment of the degree of difficulty. The subjectivity of 
this rating anu the error to which it is liable is therefore acknowledged. 
Nonetheless, the correlation between RDI scores and students' perception 
of difficulty is revealing. At the start of the practice the 
coefficients were -0.124 (P) and -0.109 (S). At the end of the practice 
these non-significant coefficients have become -0.343 (P) and -0.377 (3) 
both significant at the .01 level. Thus it appears that whilst there 
is a slight but non-significant tendency for low scoring students to 
rerard their school practice situations as more difficult, this 
tendency is accentuated by the practice itself. The treater difficulty 
a student feels her practice school to present, the more likely is 
she to express a closed view of the teacher's role after her experience 
of school. 
In an attempt to validate the students' rating, tutors were 
asked to similrly rate the degree of difficulty of the teaching 
practice situation using the same scale (but again with no criteria 
given). Ratings were obtained independently for each individual 
student's situation from tutors who were involved in the practice. 
Using the Classroom Observation Schedule ratings were obtained from 
each tutor over the period of the practice and an average calculated 
for each tutor. A high degree of correspondence was noted among the 
staff ratings, in only seven cases did ratings vary by more than one 
point. A tutor rating was arrived at by averaging tutors' average 
ratings. Table 41 shows that when staff and student ratings are 
compared it is possible to identify a'bommon overlap" representing 
those situations where both agree on the ease or difficulty of the 
school practice situation. 
Table 41  
Tutors' and students' rating of the degree of 
difficulty of the school practice situation 
Student Staff 
, 
Common 
Overlap 
Situation rated as Very Difficult 
or Difficult ("Difficult") 
Situation rated as About Average 
("Average") 
Situation rated as .;;asy or Very 
Easy ("Easy") 
Total 
22 
36 
11 
:)c.) 
14 
Tr, 
.)/ 
20 
° 
12 
,..
') 
,, 
10 
47 
Note: Correlation between student and staff rating = 0.627 
When the RDI scores of the students were examined it was found 
that of the 22 students rating their situation as difficult or very 
difficult, 19 recorded lower scores at the end of the practice. All 
twelve of the "Commo]; overlap" students showed declines in scores for 
both primary and secondary teachers. At the other end of the scale, 
of the eleven students who rated their teaching situations as easy or 
very easy, en showed rises in RDI scores. All ten were those agreed 
by staff to be in the same categor:T. Of the six greatest gains and 
six greatest falls in scores, five of the gains and all six falls were 
found in the 'easy' and 'difficult' categories of the 'bor,ron overlap" 
respectively. When the end of practice RDI scores of students in the 
"difficult" and "easy" common overlap categories were compared significant 
differences were observed between the two groups, the degree of 
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significance just below the .01 level. however, when scores were 
trouped by ease or difficulty of teaching situation as perceived by  
students, the difference was still significant at the .05 level. 
Table 42  
RDI scores of students undertaking a ten week teachinu 
practice in "easy" situations compared with those in 
"difficult" situations 
' 	 asy"(..1=11) 
(as seen 
1 "Difficult"(n=22) 
by student) 
Significance 
of 
Difference 
Start of Practice 
125.21 126.24 NS RDI Score 	 P 
6 118.62 119.38 NS 
End of Practice 
128.72 120.60 05 RDI Score 	 P 
121.77 113.22 05 
Note: Scores at end of practice for Easy (n=10) and 
Difficult (n=12) for common overlap students: 
	
P 128.24 
	
118.64 
	
Difference Siunificant at 05 
level 
	
S 121.59 	 112.14 	 Difference Significant at 05 
level 
It would appear therefore that how the student herself perceives 
the difficulty or ease of school practice affects to a considerable 
extent her attitude towards educational issues. This point may again 
be illustrated by student replies to the item on corporal punishment. 
Eiihteen out of 22 students seeing themselves in "difficult" situations 
recorded a decline on this item, whilst only three of the eleven rating 
their situation as "easy" showed a greater tendency to agree with the 
use of corporal punishment. 
The existence of the relationship appears to be confirmed by a 
further investigation carried out at the end of the third year. All 
105 students were asked to rate, on the five point scale, the degree 
of ease or difficulty they had encountered on final school practice. 
The correlation matrix at Appendix 1 shows that these ratings woro 
sinificantly related with third year (end) RDI scores. Thus, .reater 
perception of difficulty on school practice is associated with more 
closed role conceptions after that practice. 
The assessment of final school practice  
The value and effectiveness of grading by tutors of students 
on their final school practice has been questioned by a number of 
writers and researchers (Robertson, 19f-,7; Collins, 1959; Rudd and 
Wiseman, 1962; Alen, 1963; start, 1967; Anders—Richards, 1969). 
Criticism takes the form that the school practice mark is of limited 
validity in predicting future teaching ability; that it is 
impressionistically derived, based on a. very limited range of evidence; 
that standards and criteria vary from tutor to tutor and from college 
to college; and that the tutor's assessment function prejudices his 
advisory function. More recently, Cortis (1970, 1972) has arued that 
the college mark is more closely related to future teaching "success", 
as assessed by headteachers, than is usually assumed. Because of the 
college focus of the current study this section of the investigation 
quite specifically does not probe the relation between teaching mark 
and teachingability after college. Rather, it examines the relationship 
between the practice mark and certain variables measured within the 
college socialisation period. 
hypothesis 6b in Chapter 6 has shown that when students are 
grouped by their teachinz practice marks a significant difference is 
observed between the groups' RDI scores. The students obtaining 
distinction (A) marks score higher than other students. The correlation 
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matrix at Appendix 1 chows similarly small but significant relationships 
between final practice mark and third year RDI scores suggesting a 
tendency for higher scoring students to gain higher assessments. For 
the RDI scores obtained at four points during the three year course 
the relationshi 	 with final teachih practice assessment were as 
follows (n=105): 
2irst Year First Year second Year Third Year 
(start) 	 (Prid) 	 (end) 	 (end) 
RDI Primary 0.172 0.101 0.144 0.251 
RDI Secondary 0.070 0.130 0.181 0.276 
When the RDI scores of the 69 students who were saudied over the 
pe:'iod of teaching practice itself are considered, the end of practice 
correlations are somewhat higher: 0.292 (F); 0.306 (S). There is 
again a significant difference between the RDI scores of students 
gaining high grades as against other students. 
Such a trend was not observed in scores on the Manchester Scales 
of Opinions on education. iialliwell (1965) demonstrated that no 
significant correlation existed between teaching mark and scores on 
the Manchester scales. A similar finding, emerges from this study with 
non-significant correlations with teaching mark for each dimension of 
the scales as follows: i'irst fear Third Year 
Naturalism in Education 0.026 -0.052 
Radicalism in Education 0.029 0.190 
Tendermindedness in Education 0.010 -0.044 
A review of previous studies of the predictors of teaching ability 
shows that researchers nave concerned themselves largely with personality 
factors (Curtis, 1970). ,uch studies generally show only very slight 
relationships between final practical teaching mark (the sole,and 
questionable :insure of "teaching ability" available to researchers) 
and personality traits as measured for example by the Cattell 16PF 
questionnaire. In this investigation it was decided to focus upon the 
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correlates of the final practice mark using only one simple personality 
test (the Eysenck Personality Inventory) but a variety of institutional 
and biographical data. It has already been noted that questionnaires 
on educational attitudes appear to be poor predictors of the final 
mark. Appendix 1 shows the correlations with other measured variables. 
Significant correlations observed are:- 
r 
Previous teaching 
Item 
practices 
.265 .01 Croup Study performance 
.259 .01 Group Study potential 
.583 .01 Second Year Practice. Education Tutor Grade 
.504 .01 Second Year Practice. School Tutor Grade 
.220 .05 Second Year Practice. Educaticr lutor potential 
+351 .01 Second Year Practice. School Tutor potential 
.272 .01 Second Year Practice. Staff ccncern 
-.271 .01 Third Year Practice. Student assessment of 
difficulty 
Tuteras general assesETenta 
	
.331 	 .01 	 Education 2utor - estimate of potential. Second 
Year (end) 
	
.656 
	
.01 
	 Education Tutor - estimate of potential. Third 
Year (end) 
	
.339 	 .01 	 Education Tutor - estimate of open/closed. 
Second Year (end) 
	
.512 
	
.01 
	 Education Tutor - estimate of open/closed. 
Third Year (end) 
Education work 
	
.222 	 .05 	 Course work 
	
.281 	 .01 	 Final mark in theory of education 
Educational attitudes  
	
.231 
	 .05 	 RDI 	 Third Year (end) 
	
.276 
	
.01 	 RDI (S) Third Year (end) 
There are observed no significant relationships between the teaching 
practice mark and the biographical variables of age, academic achievement 
or social class, or the personality factors of extraversion/iatroversion 
and neuroticisVstability. 
It would appear that tutors' and headteachers' gradings of first and 
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second year practices are of limited value in predicting final school 
practice mark. Ratings for each student's performance and potential 
were obtained from tutors after Group Study (first year) and the 
second year practice. For the Suffolk (first year) and second year 
practices a headteacherls grading was also recorded. It is significant 
that for the two SuTfolk practice grades (tutors' and heads') no 
significant relationships are observed with the final practice mark. 
This could suggest that the nature of the experience is different from 
those practices held in London schools. It lends support to the notion 
that "success" is determined to a. significant extent by the particular 
institution in which the practice takes place. The headteachers' 
assessment of the second year practice is similarly :ion-predictive 
o the final mark. 
.i:utorsl assessments of Group Study and seoond year practices 
produce low, but significant correlations. Tutors were asked to rate 
the practice on a five point scale in terms of student performance 
and were further asked to forecast the students' potential as a. class 
teacher (appendix 3). fro criteria were given for either judgment. 
This is however in keeping with college assessment procedures which 
are wholly impressionistic, a characteristic which is common throughout 
L,Ose teacher training institutions (Stones and Norris, 1972). 
An indication of what may be included in tutors' impressionistic 
assessments is given in their ratings of students on an open/closed 
continuum. At tile end of the first, second and third years education 
tutors :ated their students on a five point scale of nopeanessu. .4.11e 
criteria to distinguish open from closed 'were suggested as: 
• 'flexible" rather than "ri, id" 
- capacity generally to see a number of alternatives rather 
than just one 
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- able to examine beliefs and procedures critically rather 
than just accepting them ritualistically or habitually. 
The quite high (0.512) correlation with final teachin practice 
mark, and the significant correlations in Appendix 1 between openness 
and tutors' assessments of performance and potential at particular 
points in the course suggests that the criteria form part of tutors' 
impressionistic evaluations of school practice. 
Education tutors were also asked at the end of each year to 
estimate the students' potential as classroom teachers. The 	  
between these tutor assessments at :he three points in the class were: 
First Year and Second Year 	 .3620 	 .01 level 
First Year ard Third Year 	 .2011 	 .05 level 
second Year and Third Year 	 .56(38 	 .01 level 
here again the difficulties inaerent in predictioa may be seen. 
Although the correlation between third 	 "petwitiO" And inal. 
teaching practice mark is as high as 0.656 a consideration of individual 
cases shows how,in the six months between the two assessments,judgments 
altered. Whilst 43 students were rated as above average (B or A grade) 
on final school practice, only 32 were rated by their third year tutor 
as having above average potential. One student with a B grade on 
Final school Practice was rated as potentially below average ()) by her 
education tutor. Of the students rated avera>e (C) on school practice, 
seven were later held to have above average potential (B) and one to 
be very weak indeed ( ). Such apparent anomalies indicate not only the 
caution with which such impressionistic assessments must be regarded, 
but also the individual differences which may be obscured by too facile 
a reliance on grouped data. Thus, although the tutor's assessment of 
potential is clearly related to the final practice mark, it is clear 
this is not the only factor taken into consideraAon. 
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The question of the influence school placing exercises on choice 
of school was considered. Collier (1939) and Shipman (1966) have both 
shown that it seems easier for students to obtain high marks in some 
schools than in others. In this investigation it was resolved. to use 
the student's perception of the degree of difficulty her final practice 
school presented. A correlation of -0.271 (si:7nificant at the .01 
level) was noted between "difficulty of practice school" and final 
teaching mark, suggesting that the greater difficulty a student 
perceives the more likely is she to obtain a lower grading. Table 43 
shows the final school practice grades of students in "easy" and 
"difficult" schools (usin; the definitions ,iiven above in Table 42). 
Table 43  
Grade obtained on ten week final school practice 
classified by students' perception of difficulty of school placing 
Grade "EasY"(hiall) "Difficult"(n=22) 
A 2 (19') 1 (5A 
B 4 (36;,) 5 (23 ) 
C 5 (45A 12 (54) 
r, C ( 	 - ) if 	 (1F. ) 
Although the numbers involved are small there is an indication 
that students seeing them elves in "easy" schools obtain higher grades 
than those in more difficult placings. I:iterviews confirm that students 
themselves hold quite strorgly to the belief of "the luck of the draw" 
as a major determinant of stccess on school practice. Certai.1 schools 
enjoy poor reputations and are regarded by students as unlikely to 
enable them to perform well in the eyes of tutors. However it must be 
stressed that the correlation noted must not necessarily be regarded as 
causal, and it may be that certain factors in placing students (Chapter 5) 
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or different students' differing conceptions of "difficulty" may. 
account for the finding. 
Relationship between observed classroom behaviour and educational  
attitude as measured by RDI score - A pilot study  
An attempt was made to measure how far expressed opinions about 
education, as measured by total score and individual items on the 
RDT, issue in action in the classroom. This, in the opinion of tie 
writer, is one of the key problems in the initial training of teachers. 
British studies have concerned themselves with student tAtitudes 
expressed in paper and pencil instruments. None have attempted to 
measure the relationship between these attitudes and actual classroom 
behaviour. The only criteria used has been final mark obtained on 
school practice, and "L'arpey (1965) and others have indicated some of 
the drawbacks of this approach. A preliminary and very limited aiLuck 
upon the problem is attempted in this study, but the results must be 
viewed as somewhat inconclusive, pointing on the one Land to the 
difficulty of measurement of classroom performance, and on the other 
to the apparent lack of relationship between expresses. attitudes and 
classroom behaviour. 
The sheer difficulty of establishing objective measures of 
classroom behaviour has been discussed in Biddle and Ellena (1964) 
and Hilsum ^nd Cane (1971). for the individual research worker, with 
limited time end resources, e.nd working at a distance from the college 
during the ten week practice period, the difficulties were very great 
indeed, but it was felt that a determined effort should be made to 
provide some preliminary evidence upon which further research studies 
might be based. The writer has been extensively concerned with the 
measurement of teacher behaviour (Gibson, 1971, 1974, and for the 
purposes of this study devised a classroom observation schedule 
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(Appendix 3). This schedule (COS) served as a basis for observation 
by tutors visiting students in school. 
It was decided to concentrate upon the sample of sixty—nine 
students who had completed the RDI at the start of their final practice. 
Students are usually visited in school by tutors on average twice 
every three weeks of the praCtice. Ac there are two tutors supervising 
each student it is possible that a student would be seen by a member 
of College staff, in some sort of teaching situation, at least a 
dozen times during the ten week practice. Theoretically, the number 
of occasions a student could be seen "teaching'' is much higher, as 
some tutors attempt to see their ctudents tt least once each week. 
in practice, the number of times a student is seen when she has 
responsibility for her class (i.e. is "teaching") is such lower. 
ehere are several reasons which could account for this: tutors 
visiting when the student is not "teaching"; student Absence; 
exigencies of school timetabling; the college's practice of "remote 
supervision". -lids last is a method of protocol supervision based on 
social casework (Caspari, 1965; Clark, 196?). The education tutor 
sees the student not in school but in weekly evening sessions at the 
college when the student reports upon a particular lesson she has 
taught. An attempt was rade, with the willing co—operation of 
tutors undertaking this form of supervision, to obtain inforelation 
on students using the CO3. however, as it was desired to gather 
• first and measurements of classroom behaviour it was felt feat the 
data was unsuitable for analysis in this investigation. The method 
does merit detailed investigation but this is a task lying beyond 
the bounds of this study. 
Supervisors visiting schools to see students in the sample were 
requested to complete a COS as soon as passible after leaving: the 
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student. The fourteen aspects of behaviour on the COS were each 
rated on a five point scale by the tutor underlining or circling a 
response. The completed schedules were returned to the investi:-ator 
(who himself supervised one student). The practical difficulties 
noted above resulted it a return of usable, completed CO Schedules 
ranging from one only for five students to thirteen for two students. 
For three students no COS were obtained. 
Number of completed Classroom Observation Schedules  
obtained for the sample of 69 students on final teachinF practice  
Three or less 	 - 	 32 
Four or ii-Jo 	 - 	 12 
Six or Seven 	 - 	 15 
Eight or Nine 	 - 	 5 
Ten or more 	 - 	 5 
69 
=". 
It was decided that as minimum of four ,30S for each student would be 
required to dive validity to the exercise. This criterion resulted 
in information being obtained on the classroom behaviour of only just 
over half the sample. In spite of the excellent co-operation obtained 
iron et,p41rvisin,?; tutors it was only possible to obtain four 11- more 
COS ratings on thirty seven of the sixty nine students (53.6). Such 
limited evidence on a small sample places major constraints -Lillian any 
interpretationsf but within the compass of this investi7ation, with its 
other major lines of enquiry this is inevitable. The writer is aware 
that such a complex and important issue requires far more detailed 
enquiry. 
The CO6 sheets for each student were processed as follows. For 
each of the fourteen items on the schedule an arithretic mean was 
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obtained which was then corrected to the nearest whole number (1-5) 
to represent an "average" of each student's classroom behaviour over 
all observations. The method is open to criticism, but it is claimed 
that it offers evidence Gathered from the ratings of skilled 
observers (Griffiths and Moore, 1967), which may be taken as indicating 
a "typical" style of teaching behaviour. For example, item 1 asks 
the tutor about the student's use of praise: "did she -praise the 
children: very frequently/fairly regularly/a. moderate tanount/rarcly/ 
practically never?" In four or more visits to the school (in most 
cases by two differert tutors), as average score for ''praising" 
behaviour can be calculated on a five point scale whici. can be compared 
with the student's score on a similar scale wren she is asked about 
how strongly she agrees or disagrees with the propositon that a 
teacher should praise children's work frequently. 
For the thirty seven students on whom classroom observations 
were made a correlation matrix was constructed (Appendix 1) comprising 
the fourteen items of the COS, scores on four items of the RDI 
administered at the start of the practice corresponding with four 
items on the COS, the total Primary and Secondary score of each 
student on the ADI and the final teaching practice mark. 
corresponding RDI/COS items included were chosen on the grounds of 
easy observatidiby: 
Item 7 A teacher should try to ensure that in her 
classroom all pupils are working on the same 
subject or topic. 
Item 16 A teacher should, in her classroom, operate 
some scheme of marks, etars, etc., for the award 
of a cup, badge, privilege, etc. 
Item 29 A teacher should allow pupils to choose ()tiler 
children with whom they wish to work in class. 
Item 31 A teacher should praise pupils' work frequently. 
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No significant correlations were recorded between any of the 
four corresponding items on the 006 and either the total RDI score 
or the score on the four individual RDI items which related to COS 
items. This finding suggests that attitudes about education expressed 
as pencilled responses to questions on the RDI would appear to be 
unrelated to observed behaviour in the classroom. When all behavioural 
COS items were correlated against the four RDI items and total scores, 
in only one case was a significant correlation observed. RDI item 31 
(t teacher should praise pupils' work frequently) correlated 
significantly (.01) with C05 item 12 (Tutors' assessment of lesson): 
Primary 0.4792; Secondary 0.4223. In view of the finding of lack of 
relationship with other items it would be unwise to place much weight 
upon this particular relationship. Tutors did not, in their 
observation of the students in the classroom, observe use of praising 
techniques which appeared related to t:ee students' own attitudes 
towards praise. 
As a further check on the relationship between behaviour and 
expressed attitude students were arouped by "extremes" of each five 
point rasing scale for observed behaviour on the four corresponding 
items. "Lxtreme" were taken to be those students raced at the two 
lowest as against the two highest levels. Thus, for example, on the 
third item of tae classroom observation schedule students we:ce grouped 
as those who allowed children "a great deal/a fair amount" . of choice 
in work as against those who allowed. children "a little/no" c:hoice. 
Comparison of the RDI scores in Table 44 for these two aroups of 
students reveals no significant differences between the two aroups. 
Thus, there appears to be little or no relationship between a 
student7s opinions about educational issues and her observed classroom 
behaviour. The extreme limitations of this study must again be 
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Table 44 
'DI scores grouped by certain measures of observed behaviour 
on final school practice. Total sample 37 students, numbers 
in each croup shown in brackets 
Students 
scorint; high 
on COS item 
Students 
scorinc, low 
on COS item 
Significance 
of 
Difference 
1. Use of Praise (n=10) (n=9) 
RDI item 
	 P 3.90 3.C-) . 	 . „, 
S 4.10 3.88 -, 
RDI Total 
	 P 124.80 128.00 
3 117.90 118.67 
2. Choice allowed (n=9) (n=11) 
RDI item 	 P 3.88 3.98 
0 4.33 4.16 
RDI Total 	 P 126.89 124.49 
S 118.67 116.09 
3. Friendship 0roupin (n=12) (n=7) 
PT'I It 	 P 3.84 3.71 
3 3.92 3.71 - 
RDI Total 	 P 125.7.3 129.57 :..J 
S 118.08 115.86 N' 
4. Use of Stars. etc. (n=11!) 
3.04 
(._ 	 , 
-- 
3.16 NS RDI item 	 P 
S 2.96 2.86 NS 
RDI Total 
	 P 123.80 127.20 Na 
S  119.45 117.33 IV 
stressed. It is only a small attempt - albeit the first in this 
country - to measure the relationship between expressed attitude 
and classroom performance. The lack of relationship found could well 
be a result of the oversimplification of the methods used. It cannot 
be unequivocally assumed that the RDI scores gerluinely reflect 
attitudes, or that the true character of classroom behaviour can be 
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caught in a number of visits to a student on school practice. The 
finding may have some value however as the evidence from the interview 
sample suggests that students themselves see no necessary relationship 
between attitudes on specific educational issues and actual behaviour 
in the classroom. The problems posed by the question defy simplistic 
treatment and the investi tor sees it as a field for more intensive 
research efforts. 
Finally, it should be noted that the final school practice mark 
correlates quite hibhly with items on the COS. This is not surprising 
as the intuitively arrived at teaching mark is almost certainly 
obtained from tutors' subjective evaluation of many of the factors 
included do the COS. The size and significance of the correlations 
are as follows; 
1.  
MS Item with final Si-mificance 
Lse of Praise 
Tr) 	 :a-r1-  
., .5691 
2.  Contact with Children .4671 .0': 
3.  Choice allowed .5901 .01 
4.  Friendship greupin,; .3978 .05 
5.  Link with outside .4356 .01 
6.  Worthwhile learnin7 .6196 r1,1 
7.  Authoritarian/Democratic .3462 .05 
8.  ',Flexibility of organisation .5754 .01 
9.  Involvement .5693 .01 
10.  Discovery methods .5279 .01 
11.  Use of stars, etc. .1433 143 
12.  Lesson Assessment .7132 .01 
13.  Predictive Assessment .6807 .01 
14.  T.P. situation -3766 .05 
Of the eleven behavioural items (1-11) of the COS, tea correlate 
significantly with the final practice mark. The nature of the items 
give some indication of the sort of factors which appear te be taken 
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into account when arriving at an assessment of the practice. :Here, 
the high correlation with item 6 "How much do you think the children 
were learning worthwhile things?" appears to suggest that tutors do 
attempt to take into account the nature of children's learning. The 
low correlation with teaching style (authoritarian/democratic) could 
be regarded as a little surprising in view of the higher relationships 
with some other items, but seems likely that the lack of definition 
of authoritarian/democratic might dissociate this more globally 
descriptive item from the more specific behaviours which could be 
as.gued to characterise such approaches. 
The teaching practice mark is significantly related to the degree 
oi difficulty of the teachinG practice situation as assessed by the 
t.,tors. fhis tends to confirm the finding noted earlier that the 
final teaching practice mark is related to the students' assessment of 
the difficulty of the teaching situation, and is further evidence 
for the suggestion that the school or class in which the student 
undertakes her practice is a significant factor in determining her 
final mark, the inverse correlation of item 14 with the Practice mark 
offers also some confirmation of correspondence between tutors' and 
stLdents' assessment of the degree of difficulty of the practice 
indicated by the "common overlap" figures Given in table 41. 
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Chapter 8  
FINDINGS - THE COLLEGE ENVIRONMENT  
Chapter 5 has analysed the nature of the staff, students, 
selection procedure and the three year course; in Chapter 9 a very 
extensive examination is made of students* reactions to the 
socialisation. process. This chapter presents evidence relating to 
the characteristics of the environment of the college. It represents 
the anonymous responses of 105 students of the longitudinal sampler 
at the end of their final year,to a College Environment Index. 
Further, it gives additional information relating to the students 
themselves. 
There have been a number of approaches to the problem of 
categorising colleges and measuring their environments. Anthropological 
vignettes and case histories have been used by Riesman and Jencks 
(1962) and Keeton and Hilberry (1969). Certain conventional or 
nominal classifications (based on curriculum, ownership and control, 
sex, geographical location) have been used in comparisons when large 
numbers of colleges have been involved, and some claims have been 
made that such classifications can yield clusters of colleges sharing 
certain environmental similarities (Stern, 1970; Pace, 1969). Other 
studies, notably Astin (1962) have used certain demographic, 
ecological or physical attributes (such as average I; of student body; 
size; library resources; staff-student ratio; qualifications of 
staff) as a basis for categorisation and investigation. Astin's 
Environmental Assessment Technique (EAT) attempts to assess the 
college environment in terms of characteristics of the student body 
including size, IQ, and curriculum preferences. More recently Astin 
(1968) has developed an Inventory of College Activities (ICA) which 
consists of 33 scales. This is more akin to the fourth type of 
environment measure which assesses the college "climate". 
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The existence of these different approaches illustrates that 
researchers are not agreed on a "best way" of categorising variation 
in environments. To the investigator it demonstrates that a variety 
of approaches, such as those undertaken in this study, is more likely 
to capture the reality of a particular college than reliance on a 
single method. however, the most widely used approach has almost 
certainly (Feldman, 1972) been that of attempts to measure students' 
perception of college "climate", particularly those employing the 
College Characteristics index (CCI) and College and University 
Environment Scales (CUES) of Pace and Stern (1958) and Face (1963). 
These instruments comprise statements relating to features of colleges 
(practices, opportunities, pressures, events) to which students 
respond either "true" or "false". Such scales as the CCI can be, 
and have been, criticised in the British context on the grounds 
that they are overlong, contain statements which are irrelevant, 
ambiguous and inappropriate to the English college of education, and 
the questionableness of the particular dimensions alleged to be 
evaluated. 
In this investigation it was felt necessary to obtain a measure 
of college climate as assessed by all students. such a measure could 
then supplement information obtained in other ways and would thus 
establish more firmly the institutional setting in which the professional 
socialisation of student teachers took place. It was decided to use 
the College Environmental Index (CEI) developed by McLeish (1970). 
McLeish developed his Index from the CCI of Pace and Stern. 
ie was particularly concerned to create an instrument of direct 
applicability to three year students in English colleges of education, 
thus making his Index of particular relevance to this study. Taking 
ten dimensions which he felt would be particularly valuable to 
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characterise nglish college climates, McLeish wrote 100 statements 
(partly drawn from the CCI) directed towards these dimensions. In 
the case of each dimension ten statements were made and students were 
invited to judge whether each was true or false depending on whether 
the statement characterised the college. The CvI is reproduced at 
Appendix 3. 
The C.LI can be criticised on the grounds of the possible 
arbitrariness of the dimensions. Certainly a comparison of McLeish's 
ten dimensions with Astin's thirty-three (Astin 1972) shows that 
certain aspects of the college are forfeited. Further, it is open 
to discussion as to how far each of the ten dimensions is fairly 
represented by the ten questions which comprise it. More work is 
needed directly on the CI, but the investigator's judgment is that 
at this stage it provides a useful tool to use in conjunction with 
others to assess the institutional settin. 
For each of the ten colleges EcLeish studied he took two thirds 
or more agreement as a measure of consensus. Thus, if two thirds 
or more of the students agreed with a particular statement this 
suggested a high probability that the statement was true objectively 
for the college in question. Less than this, and nearer 50-50, 
would make it impossible to say whether students did not know the 
fasts or if they disagreed because of a marked difference of opinion. 
The validity of a. statement in this research is similarly taken as 
two thirds agreement. Sixty-five of the 100 items of the C.I 
satisfied this criterion. Some indication of the way in which students 
perceive the college environment may be gained by considering the 
means of the ten dimensions of the Cl and from an analysis of those 
items showing general agreement by students. 
the scoring system employed is such that for dimensions 1-9 
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inclusive a, reement implied a positive (i.e. favourable) view of 
the college. 'scoring was reversed for dimension 10. There are 
obvious drawbacks to this system as a response set favourable to 
college can be set up, but the reverse scoring of dimension 10 (the 
ten items of which were interspersed with the other dimensions' 
items), it was felt would serve to test whether students really 
were considering the truth or falsehood of each statement. 
Mean scores, it is argued, represent degree of favourableness 
towards college on each dimension. Thus, the hither the mean the 
more favourably do students regard college. These means can only be 
taken as partial indications of college climate, but, as is shown 
in Chapters 5 and 9, they generally provide supporting evidence on 
the nature of college procedures and the views of college expressed 
by the interview sample. HcLeish does not record means of dimension 
scores and gives only results of two-thirds majority items when these 
are positively scored (expressing favourable opinion towards college). 
This is both curious and regrettable, for it not only forgoes the 
opportunity to illustrate high agreement on negative characteristics 
of colle:7a, but it also implies (by omission of this data) a higher 
level of unfavourable attitudes to college than may in fact exist. 
Mean scores and number of items showing high levels of agreement are 
shown on the following page. 
Dimension 1 - gtudent 3nergy (mean 3.160; 
	
positive 2; 	 negative 5) 
The low score here implies that students generally lack 
enthusiasm in pursuing their group and leisure activities both 
recreational and quasi-academic. A formal demand of the college course 
has probably served to make the score higher than it otherwise would 
be, for all students are required to spend some of their holiday 
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College Environment Index Mean Scores  
Mean SD 
Dimension 1 	 - Student Energy 3.610 2.101 
Dimension 2 	 - Concern for Individuality 7.533 1.721 
Dimension 3 	 - Social Commitment 3.924 2.022 
Dimension 4 	 - Staff Image 6.171 2.164 
Dimension 5 	 - Intellectual Climate 2.943 1.703 
Dimension 6 	 - Clarity and System 2.895 2.278 
Dimension 7 
	 - Loyalty to College 3.257 1.917 
Dimension 8 	 - humane Regulations 5.333 1.955 
Dimension 9 	 - Group Participation 6.286 1.989 
Dimension 10 - Lack of Tension 7.029 1.578 
College Environment Index - Items showing 
two thirds agreement  ea'h dimension  
Dimension .5 positive 4s negative McLeish's ten Colleges 
positive 
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2 5 2.7 
2 6 0 6.1 
2) 2 6 1.2 
4 6 2 3.2 
5 1 8 0.3 
6 0 5 0.3 
7 0 5 1.7 
8 l+ 3 4.0 
9 4 1 6.9 
10 5 0 4.6 
Total 65 29 36 31.5 
period working with children. This inflates the positive response 
to question 81. On the other hand there was general agreement that 
many students went in for holiday activities of an unconventional 
kind (61). This is borne out by the interview sample who not only 
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reported many of their peers visiting the United States or camping 
abroad, etc., but over 70 per cent had themselves spent part of at 
least one vacation in this way. These two items ran against the 
general trend of responses to this dimension. 
All students agreed that students did not set excited at athletic 
contests (1), and over ninety per cent felt that students did not 
get so absorbed in various activities that all sense of time or 
personal comfort was lost Cell). Over three quarters of the students 
felt that difficulty was not a spur to effort in the college - that 
students did not respond with hard work as thines became "tougher" 
(.51). A two-thirds majority agreed that students did not set high 
standards of achievement for themselves (ti21), and that they did not 
put a lot of energy into in and out of class activities (441). Two 
other items narrowly missed a i negative najority suggesting that 
students did not get heated in discussions and that extra curricular 
activities were fairly few (.:01 and ,j71). 
Five of NcLeish*s colleges appear to rate higher on this dimension 
than the college studied, but it is probably true to say that the 
students* cool enthusiasm is fairly typical of college of education 
students as a whole. At the sane time that students completed the 
CEI, they answered a questionnaire relating to their three years in 
college (Appendix 3). Correlations were established between scores 
on the two instruments. Students* scores on this dimension correlated 
sinificantl at the .01 level with reported enjoyment of college 
(r=.328). Thus it would appear that students who see themselves and 
their peers es enthusiastic and energetic tend to enjoy their time 
in college mare than students who feel their fellow students are not 
so characterised. 
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Dimension 2 - Concern for Individuality (mean 7.533, - positive 6; 
i negative 0) 
it would appear that students see the college as valuing the 
expression of individual viewpoiuta and indeibendene judament - even if 
these differ from the majority or staff view. Over nine-tenths of the 
students agree that the college encourages students to be independent 
and individualistic (a22), and see dress as a matter for personal taste 
and belief (g 	 More than three quarters agree chat in college 
discussions, essays and exams,the main emphasis is upon breadth of 
understanding, perspective and individual judgment (02); feel they are 
expected to take responsibility for the details of their own study 
programme ( '92), and feel that expression of strong personal belief or 
conviction is quite acceptable in the college. Over two-thirds agree 
with the statement that a well reasoned essay will be given a high mark 
even though its viewpoint is opposed to the lecturer's. This last is 
rather curious as it as part of colleae policy not to give marks for 
essays. 
Nonetheless tne general trend of items in this dimension (two 
others (e42 and -62) just fail the two thirds criterion) is that students 
perceive the college as interested in students working towards their 
own value systems and commitment. encouragement of conformism to 
established tradition do not seem to characterise the college. There is 
something of a paradox here between this finding and some of the views 
expressed by the interview sample concerning the need to give the "right" 
responses to staff. ret at the same time the interview sample expressed 
general agreement with the view that individuality was encouraged, or, 
at least tolerated. This point is examined in more detail in Chapter 9; 
here it is sufficient to indicate that there appear to be certain areas 
of educational theory and practice where students deem it wiser or safer 
to conform, but, in other areas and in areas of personal belief and 
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behaviour very wide limits are permitted and individuality encouraged. 
Favourable views of the college on this dimension are significantly 
correlated at the .01 level with reported enjoyment of college (rm.390) 
and with college responsibility for change (r=.413). Thus the more 
a student tends to regard college as a place encouraging individuality 
the more likely is she to report enjoying her time in college and to 
feel that college has been responsible for effecting change in her 
views on teechin,. 
Dimension 3 - Social Commitment (nean 3.924; 	 positiva 2; i 
negative 5) 
As with McLeish's sample, social commitmene rates low in the 
College. In view of the collage's geographical and histor:ical 
setting - ins a largely Educational Priority Area, and the purpose of 
the college as expressed by its founder - this may seer: an unexpected 
finding. Only on two items do students perceive the college as 
encouraging social commitment: over three quarters of the otudents 
subscribe to the generalisations that college not only encourages 
them to develop ideals, but also to express them in action ( 33), 
and that the college regards training people for service tc the 
community as one of its major responsibilities (e53). It is interesting 
that both of these can be construed in specifically educational terms 
i.e. relating to the role of the teacher in the classroom. This may 
explain the apparent conflict of these views with those expressed 
sugesting leek of attempts to increase social commitment in specific 
areas. Thus over two thirds of students do not consider that the 
college's empiasis on the responsibility of educated people to give 
leadership is very stron (e3), or that tutors encourage students 
to think about taking up unusual aspects of teaching e.g. socially 
dieadvantaged children etc. (e23). 
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The a-politicality noted by Taylor (1969a) in student teachers 
is evident in lack of active concern about international affairs (83), 
the lack of strong feelings generated by national elections (S93), and 
in the lack of encouragement given to students to give a lead in 
wor.sing for social reforms in their local community (73). Charitable 
causes did not generate a good deal of enthusiasm and support (03). 
The impression derived from answers on this dimension is that 
the students detect no strong social purpose - outside of teaching - 
in the collesels procedures. This impression i3 confirmed by the 
reports of the interview sasple. Although much of the college work 
is undertaken in schools in underprivileged areas and students are 
in close contact with these socially less fortunate children, students 
were much more concerned with learning the job of the teacher in 
school and saw this as the major task of college rather than that it 
should foster a critical examination of social structure or a concern 
to develop strong social consciences which issue in action in work 
ottside the school. 
Dimension 4 - Staff Image (mean 6.171; S• positive 6; 	 negative 2) 
The comparatively high rating on this dimension (originally called 
staff-student relations by McLeish) is reflected is students' 
responses to questions which relate to staff concern for students as 
persons, staff breadth of outlook and for staff objectivity as 
experienced by the individual ssudent, It is perhaps not at all 
surprising that staff are criticised or joked about maliciously in 
student conversations (s14). Criticism occurs in all educational 
institutions; there would be grounds for being seriously disturbed if 
this was not a feature of student discussion. Jokes about staff are 
a common feature of student life. 'he item refers however to malicious 
joking which is a more disturbing phenomena. It is a poor question 
for it does not ask one question clearly and directly, but 
includes several behavioural items which need to be separated out 
(Oppenheim, 1966). The interview sample, taken over three years, 
confirm the criticism and joking which takes place - it is "taken 
for granted" student behaviour. The impression gained in interviews 
is that a malicious element in the joking, although sometimes 
present is not a common feature. Lxasperation, bewilderment and 
astonishment tempered with good humour characterise the interview 
sample's report of student joking about staff, together with the most 
frequent criticism of "out of touchness" with the realities of the 
classroom situatior. 
The second negative item (q4) conveys a low evaluaticn of staff 
background. Few are thought to have had varied and unusual careers. 
ore favourable responses have over three quarters of the students 
acknowledging that the staff are interested in students' personal 
problems (Q44), that they go out of their way to help students in 
difficulty (04), that pastoral care by tutors and individual tutorials 
are a feature of the college (74), and tdat there are readily available 
channels for expressing complaints. All these expressive items 
indicate an apparent high level of concer:a of staff with student 
problems. The interview sample confirm this, and the experience of 
the writer bears it out, but it should be noted that this pastoral 
care function was at times criticised by the interview and other 
students because they felt that sometimes it was at the expense of 
instrumental help - that concerned with classroom practice. There 
is no doubt that the staff are ready to oo out of their way to help 
students in personal difficulty - the analysis of the college as a 
social system is an indication of this "person-centred" value 
informing much of college activity. There is much correspondence 
between the findings of this dimension of the CiI, the interview 
sample's reports, and that knowledge derived from participant-
observation. It must however be qualified by the finding (Chapter 9) 
that students prefer to seek personal help from peers or others 
before turning to tutors. 
In the area of staff assessment of student work over two thirds 
of the students sew the staff as having a very objective and 
well-based view of each student's achievement and understanding (,434), 
and using careful reasoning rather than personal likes and dislikes 
as a basis for grading student work (04). thus, on this dimension 
the staff are quite favourably viewed by students, but it should be 
emphasised that the dimension reflects only limited perspectives 
of student perceptions of staff. There are certain areas of staff 
functioning which ere adversely commented on by interview students. 
As such the findings of the 0.a may be seen as providing certain 
impressions of collee, but impressions which mast be evaluated in 
the light of other evidence. 
Significant correlations at the 01 level are noted between 
scores on dimension 4 and enjoyment of college (r=.370); college 
responsibility for change (r=.367); and help from college (r=.357). 
Thus students viewing staff favourably are more likely to enjoy their 
time in college, more likely no regard college as responsible for 
changing their views on teaching, and more likely to consider they 
have received good help from college as a preparation .or else role 
of the teacher. 
Dimension 5 - Intellectual climate (mean 2.94; 	 positive 1; 
i negative 3) 
The very low score on this dimension, torether with the larne 
number of negative response items suegests strongly both that there 
is no nreat tendency for students to interest themselves in intellectual 
matters outside their "official" academic programme, and that the 
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college does not provide a variety of high calibre intellectual 
stimuli. On only one item is the students' perception of college 
favourable: over two thirds agree that the values stressed by staff 
are open-mindedness and objectivity (Q5). It is arguable that this 
item could equally well belong in dimension 4: Staff Image, where 
the students held a generally favourable view of the objectivity of 
the staffs' own rating procedures. The example demonstrates 
something, of the arbitrariness of allocation of items to particular 
dimensions. 
The students do not see themselves as "intellectuals". Over 
90 per cent felt that students who worked hard. for the fun of it 
were not likely to be regarded as typical (Q95); while more than 
three quarters did not think that long serious intellectual discussions 
were common (e25) or that great interest was shown in organised 
academic discussions Vire these did not form part of the regular 
cuirriculum (.0!:)). e similar proportion felt that most. students aid 
not think of music and art as subjects for study as well as to be 
experienced (Q85). The view of college as an intellectually oriented 
cr stimulating environment was similarly negative. e:ore than three 
quarters of students reported the college as not providing 
individually tailored courses of an advanced nature (e115), and as 
not offering opportunities in scientific knowledge (Q55). Over 
two thirds did not think that students were encouraged to continue 
studying and take extra courses after leaving college (,45). 
It is felt significant that there was- the highest degree of 
agreement on this dimension. Nine of the ten items satisfied the 
two thirds criterion, and the conclusion that students saw neither 
their peers nor the college as strongly academically or intellectually 
oriented 	 borne out by the reports of the interview sample. The 
description of the college in Chapter j similarly confirms the 
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overall impression. From McLeishis findings on ten other colleges, 
the college studied is fairly typicall as only two of the ten colleges 
studied show positive agreement on one or two questions of this 
dimension. The dimension significantly correlated at the .01 level 
with enjoyment of college (r=.257). Thus there appears to be some 
tendency for students who see the college in a more favourable light 
than peers as far as intellectual climate is concerned to report 
enjoying their time in college more than those peers. 
Dimension 6 - clarity and System (mean 2.395; 	 positive C; 
negative 5) 
This dimension purports to measure the teaching effectiveness 
of staff. The low score suggests that careful preparation of materials, 
clarity about objectives and enthusiasm for the subject is not a 
distinctive feature of collage courses. Over nineLy per cent of the 
students felt that college courses did not constitute a real 
intellectual challenge (Q56), a finding which confirms the conclusion 
for dimension 5, intellectual climate. 
On the courses themselves there was substantial aereement (over 
three quarters) that lecturers eid not clearly explain the eoals and 
purpose of their courses (e16), that lecturers did not really push 
students' capacity to the limit. Over two thirds of students felt 
that most courses were not very well oreanised, proeressine system-
atically ( 36). This lack of system was noted as characterisinr: 
students themselves, over three cuarters repertinm that most etneiente 
did not follow a systematic schedule for studying and recreation (a6). 
Two items which just failed to secure the necessary two thirds 
agreement were questicns 6 and 26 where there was quite strone agreement 
that the fundamentals of subjects were not probed and that rest courses 
did not require intensive study and preparation out of class. 
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McLeish had originally desi7nated the dimension "curriculum 
courses", arguing that the items would provide a measure of the 
effective preparation of students for teaching by an assessment of 
the systematic and purposeful nature of the college courses which 
deal with methods of teaching key subjects in school. As such the 
findings constitute a strong indictment by students of the value 
of the preparation for classroom teaching they receive. This 
impression is borne out by the criticisms of the interview sample 
in Chapter 9. 
:..i.221ificant correlations at the .01 level show that the more 
hi hly students rated the effectiveness of teaching preparation, the 
more likely were they to feel that they had received good help from 
college (r=.344) and to feel greater commitment to teaching as a 
career (r=.2671 
Dimension 7 - Loyalty to Colle,:e (mean 3.257; 	 positive 0; 
1 negative 5) 
;3trong loyalty to college is not a feature of the majority of 
students as evidenced by responses on this dimension. To more than 
three quarters of the students intense loyalty to college was not 
seen as common cnaracteristics of students (Q57), and they similarly 
did not see the history and traditions of college strongly emphasised 
(T?). To most students the leaving ceremony for third year students 
was not a moving and memorable event (',27). This is perhaps not 
surprising as there is no official leaving ceremony — the American 
provenance of some of McLeishos questions can be seen here. However, 
the fact that a. small proportion were able to agree with this item 
suggests that they, at least, found the effect of student farewells 
on leaving college of considerable significance. This indicates both 
the developmeat of friendship networks and the strength of personal 
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rather than institutional ties; two features of significance for the 
socialisation process. 
It is necessary to note the apparently low influence of the 
student peer group - at least for the maintenance of "expected codes 
of conduct", for only one sixth of the student body felt that students 
exerted considerable pressure upon one another to "live up" to these 
codes (a37). 1:.cLeish appears Lo assume that strong student subcultures 
imply strong college loyalty. This viewpoint is apparently given 
support by Newcomb's study of Bennington, but it may be questioned 
on the grounds that the notion of loyalty needs careful definition. 
nargreaves (1967) has demonstrated the existence of strong peer 
subcultures in a school, but his findings show clearly that those 
members of the delinquescent subculture most strongly linked to each 
other were simultaneously least loyal to school. The current 
investigation (Chapter 9) shows that the college is not characterised 
by the existence of strong student subcultures, and that students 
develop personal rather than institutional loyalties. 
Nonetheless, it seems clear that many students have a sense of 
loyalty to the college, for whilst almost two thirds of the students 
do not agree that the college has an excellent and well deserved 
reputation (07), yet just over half of the students would recommend 
the college without reservation to a. friend or close relation (47). 
This last suggests that students are fairly evenly split between 
the who have an elotional commitment to college and those who do 
not. sven although some students recognise that the college does not 
enjoy an excellent reputation, they are none the less ready to 
recommend it without reserve. ibis perhaps suggests a. stronger 
attachment to college than those who would recommend it and see it 
possessing an excellent reputation. 
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Not surprisingly there are significant correlations (at .01 
level) between this dimension and enjoyment of college (r=.343); 
college responsibility for change (r=.294); and help from college 
(r=.276). Thus the stronger the feeling of loyalty to college a 
student possesses the more likely is she to enjoy college, to feel 
it has helped her to prepare for the role of the teacher, and to 
feel that college has been responsible for effecting changes in her 
attitudes to teaching. 
Dimension 	 - Humane Regulations (mean 5.333; 
	
positive 4; a 
negative 3) 
McLeish argues that this dimension measures the existence or 
absence of an "adult" atmosphere in which status differences, especially 
between staff and students are minimised and relations between the 
various college groups are easy end personal. however, there is room 
for a good deal of questionin: this assumption in terms of the items 
which make up the index. The three items on which there is a large 
measure of agreement in en unfavourable direction record that there 
is not a student loan fund (Q3), that students are not frecuently 
reminded to take preventive measures against illness (Q68), and that 
books and articles dealing, with psychological problems or personal 
values are not widely read or discussed (q28). The sugaestion that 
these measure the "adultness" of the college atmosphere must be called 
in question. The existence of 3 student loan fund cannot be taken as 
a guide to the quality of relationships; frequent reminders to look 
after oneself are more characteristic of an adult-child rather than 
an adult-adult relationship; and reading of books on personal values 
or psychological problems could perhaps say more about the intellectual 
climate than about the nature of relationships in college. 
On the positively scored items there is a similar ambiguity. 
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Nine tenths of the students report that they work hard to get unpopular 
administrative decisions changed. This sueeestamore about student 
energy rather than "humane reeulations" or tolerance characterisine 
the college. The three remaining positively scored items do however 
suggest that they are measuring the quality posited. Over two thirds 
of the students report that in general people in the colle ge show 
great consideration for, and tolerance of each other (en); that most 
memters of staff are liberal in interpreting regulations and treat 
violations with understanding and tolerance (but this could equally 
be esed for dimension 4, staff image); and that no-one is expected 
to sufLir in silence if some regulations happens to create a peesonal 
hardship (08). These three items could constitute valid measures for 
the dimension, but the dimension must be viewed critically as 
purporting to assess the tendermindedness of the college. 
impression gained from the interview sample is that the college is 
characterised by tolerance - which at times is construed as a laissez 
faire attitude on the part of the staff - and that there is a genuine 
concern for the quality of the student/staff relationship. 
Zae dimension correlates at the .01 level with enjoyment of 
college, college responsibility for change and help from college 
(1'7..310; .346; .314 respectively). Thus (although the dimension is 
questionable), the more the students perceive college as tolerant and 
humane, the more likely are they to enjoy college, to feel it is 
helping them in preparing to teach, and to feel it is responsible for 
changing their attitudes. 
Dimension 9 - Uroup Participation (mean 6.286; j positive 4; 
ne:7.2,t5_ve 1) 
}cLeish reports a very hi-;h level of eroup participation in nine 
of his ten colleees (the exception was a single day college). This 
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he claims as the most salient feature of the colleges he investigates. 
The dimension is claimed to measure the cohesion of the student peer 
group, particularly as measured by the fact that a great number of 
activities involve substantial sections of the student body. The 
college studied ranks only just above McLeish's sole exception and 
the general impression is that it is not marked by strength of cohesion 
of the peer croup as a whole. Nonetheless, over ninety per cent of 
students report that much time is spent in common rooms and in one 
another's rooms (89), and over three quarters report a good deal of 
borrowing and sharing (09); students working together on projects 
(.59) and helping each other with work (Q29). Ihe sole noz:ative item 
records that it is not easy to obtain student speakers for clubs 
or societies (99). 
It is suggested however that this apparent demonstration of 
strong group feeling requires closer examination as often the nature 
of croup activity saysnothinc about the relation of croups participating. 
It is highly questionable whether spending much time in common rooms 
or borrowing and sharing truly demonstrates a solidarity characterising 
the whole student body. It is suggested (Chapter 9) that both the 
nature of loyalties and the ne.ture of participation relate essentially 
to small friendship Groups and that students do not feel a strong-
sense of corporate peer identity. The CLI findings is regarded as 
providing evidence for widespread interaction within small friendship 
Eroups and cliques, and it is felt unwise to assume that it suggests 
strong cohesion of, and feelin•a of identity with, a distinct peer 
culture. As ,almost two thirds of the students report a lack of 
student organsations actively involved in college or community 
affairs ( 79) and as dimension 7 records a low level of loyalty to 
college, it in suggested that the findings on this dimension must be 
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treated with caution: more as evidence of student activity than as 
making a statement on the nature of the peer group. 
Examination of significant correlations (at .01 level) show 
that students who perceive a high level of group participation are 
more likely to report enjoying college, to feel that their attitudes 
to teaching have changed and to feel hhat they have received good 
help from college (r=.329; .270; .259 respectively). 
Dimension 10 - Lack of Tension (mean 7.029; 	 positive 5; 	 negative 0) 
This dimension purports to measure the degree of an,e4.ety in 
college. Statements are negatively framed, in contrast to questions 
in other dimensions. The value of this procedure as a check on 
establishment of a response set is limited as it appears that some 
statements are sufficiently ambiguous to convey to the students that 
they are to be taken as favourable ("Many students here worry about 
their future prospects", e,70, can be interpreted as an expression of 
anxiety or responsibility for example). What can be suggested from 
the results is that the college appears to be characterised by a. lack 
of major anxiety among students. All students remark that mark lists 
are not public and that frequent eats are not a feature of the 
college (Q100) and that there is no intense competition for marks (20). 
21iis is not surprising as marks are not given for essays and there 
are no weekly, termly or yearly tests. Thus nearly all students can 
report that substantial numbers do not take sedatives or tranquillisers 
at exam times. It should be remembered that the CET was completed 
one week before the final theory examinations in Education for the 
teacher's certificate took place: it does not appear from the 
dimension responses that this event has made for a. very high level of 
anxiety. 
It is certain however that a good deal of tension does exist 
in the college, particularly at 'crisis points' in the course - 
particularly school practice. Nearly half report that moat studente 
become extremely tense, especially during exam periods (?40). In 
spite of the majority not agreein7 and although written exams do not 
take place until the final term there seems clear evidence here 
that many students are aware of tension in themselves and otners. 
Again, just over half report that many students worry about future 
career prospects (n70); and almost half report that students given 
adverse reports really strain themselves to earn a better one ( $O). 
It i3 felt however that the evidence of the interview sample is more 
convincing in pinpointing certain periods in the course as tension 
producing. The picture of college obtained from this dimension is 
one of few formal examinations demands, and of a fairly low level of 
anxiety characterising the students, which for some at certain crucial 
points becomes suite acute. 
The general picture of college derived from the Ced is that 
there is a high concern for individuality and a by level of intellectual 
climate. Although the staff are seen to be both fair and friendly 
their teaching effectiveness is not highly regarded and there is 
generally a low level of student loyalty to the College. Student 
energy in low as is their social commitment. The level of peer group 
participation is moderate - and is probably of the nature of "coffee 
brews" (Shipman, l966) - and the general level of anxiety fairly low, 
but becoming intense at certain times in the course. In relation to 
McLeish's ten colleges the college is about average in its "goodness" 
as measured by positive responses on the dimensions. It differs most 
in terms of a relatively higher staff image and a generally much lower 
level of group participation. 
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The various dimensions of the College 1Lnvironment Index are 
also significantly related to certain other variables obtained in 
the investigation. There is some evidence that those students 
tending to take a complimentary view of college also tend to enjoy 
college more, to feel more committed to teaching as a career and to 
feel that college was responsible for attitude change. 'Zhere is no 
evidence available in this study to confirm McLeishos findins that 
students with a complimentary view of college tend to be more stable 
or toughminded about education than other students. McLeish does 
however report that these students give evidence of being more 
satisfied in their choice of teaching as a career; a finding giviln 
some confirmation by the significant correlation in this study between 
some CEI dimension scores and strength of commitment to teaching. 
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Chatter 9  
FINDINGS . THE INTERVIEW SAMPLE  (1)  
Ii, view of the length of this chapter a brief synopsis is given 
below of its major findings. The composition of the interview sample 
is given together with the frequency and nature of the interviews. 
Interview schedules are at Appendix 2. 
Synopsis of findings  
1. LnterinL students are characterised by seriousness of intent 
towards teaching. 
2. The student subculture can be generally characterised as 
vocational, but within this a number of distinct groups are 
observed. 
The characteristic mode of student grouping however is friend-
ship pairing, loosely linked in friendship networks. 
3. Students discern a number of reference groups and select 
appropriately from these for different aspects of their course. 
4. 3tudents discern a set of college values which they consider to 
characterise the course and which require particular performances. 
Students see non-certification as a major sanction. 
5. Students develop a sequence of perspectives relating to their 
college experience. 
C. These perspectives tend to contain conflicting elements* but 
are maintained by their application in particular (or differing) 
circumstances. 
7. Practical teaching is considered the most important part of the 
course. It operates powerfully upon the development of 
perspectives. 
(1),. iote: In this chapter a (3od deal of use is made of inverted commas. 
Unless an alternative provenance is given, the quotatiors came from 
members of the interview samples, or other students in the longitud-
inal cohort, or from written records (mainly School Practice files) 
kept by those students. 
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P. The nature of commitment to teaching chances durin„ ,vete course 
from a diffuse idealism to a more instrumental and colleague 
orientated type. 
9. Students use an academic/practical perspective to evaluate 
different elements of their course, tocether with_ a College/ 
School perspective to guide behaviour. 
10.Students tend to see their three years in colic :,e as a period 
of role socialisation, staff tend to see it as a period of 
status socialisation. Students hold unit:IA:Med expectations 
for what they regard ss the instrumental compohent of tutors' 
roles. 
11.Students hold conflicting expectations of professional 
socialisation outputs. These are described as complete 
teacher or minimal competence perspectives. :.;ta f express 
preference for a minimal competence output perspective. Staff 
and student definitions of minimal competence are differently 
based. 
The Composition of the Interview Sample and some remarks on the procedure  
In the first year of the investigation the interview sample comprised 
eighteen students as shown below. These students were selected from 
the alphabetically printed College student list, every seventh student 
being selected. Appendix 2 shows the letter inviting students to 
participate. 
Student 
1 
Subsequent choice 
of Age Level 
N9 
Relation to 2nd. and 3rd. Year Sample 
"Held" in Years 2 and 3 
2 0 Left in First Year 
3 F Retained 
Retained 
5 F Retained 
6 Ni Retained 
7 F Retained 
8 F Retained 
9 F Retained 
10 F Retained 
11 M "held" in Years 2 3 
12 M "held" in Years 2 3 
13 M Retained 
14 M Left in Third Year 
15 F Retained 
16 F Retained 
17 F Retained 
18 Ni "held" in Years 2 3 
Note N = Middle School Group 
F = First School Group 
Held = Interviewed only once each term in Years 2 and 3. 
All students accepted the invit--ation to participate. An interview 
group of between 18 and 20 was aimed at in order to represent approxi-
mately 16 to 18 percent of the cohort, to provide sufficient numbers to 
ensure a reasonably representative sampling of the range of student 
views, and to keep numbers small enough to ensure that the investigator 
could interview each student twice each term for not less than a half 
hour period. In the event, the sample was adjusted in the second year. 
At the start of the second year students choose their education age range 
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eroups (First or Middle School). The choice of groups resulted as shown 
above, Thus eight students chose Middle School and nine chose First 
School. however, the distribution of these numbers among the six educa-
tion tutor groups was as follows:- 
eutor First Year  
Sample  
Added (+) or "held"  
(7) in Years 2 and  
 
giddle 
(C (Investigator) 	 2 
2'irst 	 CD 	 3 
(, 	 2 
(1 	 2 
17 
Thus, it was decided that to ensure fairle equal representation 
from each of the education groups that groups k, C, 	 and i should have 
one or two extra representatives. These were chosen again from alphabet-
ical lists of the groups using again the seventh or fourteenth etc. 
student(s). The students were invited to become members of the interview 
• group by means of letter. It is interesting that all students accepted 
the invitation. Indeed, the willingness to co-operate in the interview 
situation and, among the entire cohort, to complete the eole Definition 
instrument and other questionnaires, is a notable feature of this 
investigation. The very high response rates are shown in. Appendix 3. 
It is recognised that such high responses could be subject to a number 
of interpretations; excessive conformity, excessive control, good 
personal relationships. This phenomenon is discussed in Chapter 10. 
Further, the question was taken up with the interview sample itself. 
As a result of student choice of education group at the start of the 
second year Middle School Tutor A had no less than seven of the original 
( 	 7 
1 
1),02. 
sample. It was decided that four of these should be "held". 
	 his 
meant that they would continue to be seen, but only once each term, 
and that no detailed records were kept of each meetin. ?hey proved 
however, a useful check on the remainder of the sample. In addition to 
the interview sample, the investigator (Tutor 0 had regular weekly 
meetings with his own First school E;roup of some 20 students (reduced to 
16 during the second year by landalidiVearriage, transfer to Middle 
.3chool group, and deferment for "out of college experience" for one year). 
%er 
 
bare of this group were given individual tutorials during their 
second and third year and the writer used some of these individual 
contacts to investigate, informally aspects of the research. .hus, 
although from the start of the second year the forMill interview group 
consisted of some nineteen members, there was also a further impression-
istic check with the four members from group A (reduced by one in the 
third year) and from some twelve additionsl students in croup C. 
The two extra students from Uroup C (rather than one) was a decision 
taken partly for expedience . it is easier to contact members of one's 
own group than of others. It is acknowledoed that expedience is not 
the best criterion for sample *election, but it is art.a,1 that in terms 
of the time and resources available for this investigation the decision 
was realistic and does not invalidate the study. .he writer, during 
the investiiAtion, has become fully aware of the drawbacks existing for 
the part-time researcher and has become an advocate of the research 
"floor" thesis advocated by Taylor(1972), a body of full-time researchers 
with time end resources sufficient for their task in schools. Without 
detractin,; from the value of the investiation reported in this thesis . 
(1) ,1 Jamacian student (in the writer's opinion, an excellent student 
who had been a nurse fey some years), suffered the misfortune of losing  
her parents and a number of relatives by a landslide. .he returned home 
at once (at the end of the second year), and, in spite of persistent 
efforts by the College and the tutor, all contact was lost with her. 
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and it has much to contribute - the advantages flowing from a full-time, 
profeasional researcher's investigation, are felt to far outweigh the 
disadvantages, and allows for greater depth in research. 
The interview sample for the second and third year consisted as follows: 
Composition of the Second and Third Year Interview Sample  
Student No. Education Group Tutor Remarks 
3 F D 
4 M A 
5 F D 
6 m B 
7 F F 
8 F D 
9 F C 
10 F F 
13 M A 
14 M A Left in Third Year 
15 F 1; 
16 F C 
17  
Added at Start of Year 2 
19 	 M 	 B 
20 	 F 	 C 
21 	 F 	 C 
22 	 F  
23 	 F 	 F 
24 	 M 	 B 	 Left at end of 2nd Year 
Total 19 	 13F/6M 
Together with a) 4 students from Group A - interviewed once only each term; 
and b) 12 students in Group C - seen weekly as an Education Group 
and occasionally used to discuss issues of relevance to 
the investigation. 
The frequency and nature of interviews  
An outline plan for the interviews was drawn up at the beginning of 
the research, based on the theoretical framework given in Chapter 3, with 
major areas for investigation as shown in the table overleaf. It was 
recognised however that it would be both difficult and unnecessary to 
draw up very detailed interviewing protocols at the start of the course, 
as the dynamic of interaction over three years would undoubtedly throw 
up new topics for investigation. This in fact proved to be so, but it 
was, to quite a large extent, possible to follow the initial strategy 
and to use the original schedules. These schedules (Appendix 2) were 
kept fairly brief (Mann, 1968) but covered the areas deemed of major 
importance in the socialisation process. 
INTERVIEWS  
Term u "Events" 	 Number 	 Nature of Interview (see Interview 
of interviews 	 Schedules at Appendix 2)  
1 	 2 	 Reasons for teaching/Commitment/ 
Groups/Important Work/Significant 
People 
2 (2 wk practice) 
	
2 	 School Practice/College Values 
and Sanctions 
3 (4 wk practice) 
	
2 	 School Practice/Important Work/ 
Role Models 
4 	 2 	 College Values and Sanctions/ 
Commitment 
5 (4 wk practice) 	 2 	 School Practice/Role Models/ 
Student Groups 
6 	 2 	 Important Work/Assessment/The 
Profession 
7 (10 wk practice) 	 1* 	 Teaching Practice 
g 	 2 or 3* 	 Teaching Practice/College Values 
Student Groups/Role Models/ 
Sanctions and Rewards and Assessment 
9 
	
1 	 Commitment/Models/Values and 
Sanctions/Important Work 
* In Term 7, occupied almost entirely by final teaching practice, it 
proved exceptionally difficult to interview all students. All students 
however were interviewed at least once, and in Term 8 over half the 
students were seen on three occasions. 
Thus over the period of the Course students in the interview 
sample were seen on average twice each term for at least a period of 
thirty minutes,- Some evening interviews went on for much longer. In 
addition, the investigator, by virtue of his role as a college tutor 
for the first two years of the study, interacted frequently with these 
and other students in a fairly wide variety of formal and informal 
situations. For the final year of the study, the researcher was not a 
member of the College staff, having taken up an Institute post. However, 
he visited the college frequently to conduct interviews and to administer 
the RDI and other questionnaires in accordance with the strategy deter-
mined at the start of the research. This detachment from the staff 
role in the third year, it is argued, heightens the objectivity of the 
study as it is felt that students becane even more open in their respon-
ses, recognising that the researcher no longer stood in a dual relation-
ship to them, as his assessment function no longer operated (see for 
example the arguments of Morris, 1970; or Cope, 1969. A recent paper 
(Chambers, 1972) has however questioned the "myth" of conflicting 
elements of the tutor's role, seeing them rather as functional in role 
performance). 
The style of interview was seen as open-ended and somewhat free-
ranging, with the investigator using his judgement to follow up replies 
from students. The purpose was conceived as being to obtain a view of 
the nature of the socialisation provers as seen by the students, but to 
give order and coherence to these impressions by comparing responses 
across the sample and by operating within a conceptual framework which 
would ensure that the major elements in the process were covered (or, 
rather, uncovered!). A questionnaire (Appendix 3) administered to the 
entire cohort at the end of the third year was used to check some of the 
impressions recorded. This, it was felt would allcw a pattern to emerge 
without forcing a preconceived pattern upon the data. 
Although the selection of certain topics related to the model which 
would guide the investigation must indicate a pre-existing pattern in 
the researcher's mind, it is argued that this - examined over a three 
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year period - allows for a flexibility which ensures obtaining a valid 
picture of the college as a social system. Mann (1968) argues strongly 
that "for the purposes of sociological enquiry the form of interview 
must always be ultimately referable to its value in the advancement 
of sociological theory". (P.95). The implication here is that inter-
views - indeed all investigations . should be rooted in theory, and 
the design of interview questions and follow-ups used in this research 
acknowledges this principle. 
The investigator made several attempts to tape record some inter-
views and to transcribe the replies, but after a number of attempts 
this technique was abandoned in favour of notes taken at the time of 
interview and worked over and expended after the interview* Tape 
recording it was felt (by interviewer and students) inhibited the 
freedom of response, and the investigator did not possess the time 
or resources for transcription and analysis. It must be understood 
trefore that the report of findings from the interviews which 
follows could well be biased by personal selection and prediliction 
of the interviewer. Nonetheless, it is argued that the technique has 
validity in the social sciences (Shipman, 1966, cordon, 1957; 
Bossard and Boll, 1956; or more vividly, Wailer, 1932). The investi-
gator's awareness of such dangers of bias or subjectivity, together 
with supporting evidence from this and other studies, mariosts that 
the account which follows gives an accurate picture of the process 
of professional socialisation experienced by a group of students at a 
college of rAucation over the period 1968/71. 
307. 
In the planning of the investigation it was decided to probe 
mainly through the interviews, in relation to the model developed in 
Chapter 3 and shown below, the following areas: reasons for teaching; 
the students° perception of college (formal structure, including 
school practice); and informal structure (mainly the nature of student 
subcultures); the nature of reference groups and role models; and the 
development of perspectives upon which students act durint; 'tate three 
years. In what follows the order of presentation is that _iven in tie 
Model for the anal'sis of  professional socialisation  
of student teachers  
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preceding sentence with one exception. The students' perception of 
teaching practice and the perspectives related to it are treated together 
under the section on perspectives. This is because Chapter 7 has 
presented a certain amount of the relevant material, because the impli-
cations of school practice pervade the students' views of the entire 
course; and because the perspectives appeared to develop with the 
students' experience of practical teaching. Apart from this however 
the outline of the original plan has been followed. Thus, the areas 
investigated are as follows: 
1. Anticipatory Socialisation Input  
Reasons for entering Teachinc. 
2. College Socialisation  
A. Perception of College  
Formal Structure ) Values, Sanctions, Rewards Informal Structure ) 
Reference Groups and Role Models 
B. Development of  Perspectives  
1. Commitment 
2. Work - evaluation: Academic/Practical perspective 
- behaviour: College/School perspective 
3. School Experience - service/safety and survival/ 
independent perspective 
4. Role expectations - views on punishment 
5. The view of the Socialisation process 
- the process: role/status 
socialisation 
- outputs: ;Animal competence/ 
complete teacher 
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Findings  
1. Anticipatory Socialisation Input  
Reasons for entering]  teaching  
This is a popular research area (:vans, 1946; Tudhope, 1944; 
Altman, 1967; Ashley, 1970) but one which throws little light on the 
socialisation process. The apparent ease of an investigation into 
students' motives for taking up teaching doubtless is part of the explana-
tion for the number of researches which exist in this field. Stern has 
commented that "most studies of motives for entering the teaching 
profession 	 have been limited to tabulations of background charac- 
teristics and expressed interests" (Stern, 1963, p.416. 
The studies themselves are proof of their limited value in an under-
standing of how students become teachers. It was felt that in view of 
the major focus of the investigation it was neither possible nor fruitful 
to spend much time in collecting students' reasons for teaching. However, 
a discussion with the initial interview sample yielded the same general 
picture as other studies: the students had enjoyed their time in school, 
had family approval, were fairly in44fferent to salary considerations, 
felt attracted to working with children, and had made an early choice. 
A typical response was "I've wanted to teach for as long as I can 
remember". These generalised motives were not probed in the investiga-
tion and no study of the relationships of educational attainment, social 
class background, personality, other higher education opportunities 
available, with the decision to teach was made. A study of anticipatory 
socialisation would be much concerned with such decisions; this study 
of the socialisation process within College is differently focussed. 
However, one stereotype was examined in some detail: the notion of 
the female student teacher as drifting into teaching; an urcommitlifed 
person who saw a College of Education course as a finishing school, a 
substitute for some other form of Higher Education; a mere filling in 
of time between school and marriage. It can be argued that the College 
under study would be more likely than most to attract this type of 
student, being small, single sex, with a religious affiliation, and having 
a somewhat higher than average social class population of students. The 
"drifter" stereotype exists in the popular mythology of staffroom, and 
in the condemnations of young teachers in occasional statements of 
various professional associations (Willey and Maddison, 1971, pp 45-46). 
It gains its major support from wastage figures of female students enter-
ing teaching. Further, Smithers and Carlisle (1970) have reported that 
approximately fifty percent of third year students at two Northern 
Colleges of Education would prefer to enter some field of employment 
other than teaching; and Robinson (1971) has argued that the "reluctant" 
student teacher is very much present in colleges. 
This stereotype is dependent upon a particular view of teaching as 
a vocation; the image of a teacher totally committed to her children 
and her job, a model for the community in her dedication and selflessness. 
This notion is enshrined in Willard Waller's description of the teacher 
stereotype as a 
"self-sacrificing, gentle, kindly, self-effacing, creative, overworked, 
underpaid, but never out of patience, and always ready to "give freely 
of her time and money" for school purposes" (Waller, 1965-,p.419) 
Such a view is clearly an idealisation of the teacher. The concept 
of commitment is examined in some detail below, but here it is claimed 
that evidence obtained from the interview sample and from the longitud-
inal group as a whole does not support the stereotype of the young enter-
ing woman student as the mere unprofessional drifter. The vague express-
ion, much used, of "wanting to help young children" and the apparent lack 
of interest in the sterner definitions of professionalism need not be 
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taken as evidence of a lack of serious intent towards teaching. 
Of the sample the three mature students interviewed appeared highly 
motivated, and maintained this high degree of motivation throughout the 
three years (Gibson and Pococke, 1969). The younger students claimed 
generally a lower level of commitment, but even so almost half professed to 
be "strongly committed" and a further third "committed" to teaching. 
Only one student, who subsequently left during the first year, appeared 
to the investigator to possess a very low level of motivation to teach 
(although claiming to be "committed"), and she, too, appeared keen to 
work with children in some way. The major impression gained from the 
first interview was that all students possessed a generalised diffuse 
motivation to "work with children" (the most frequently used expression), 
and felt that teaching was the most appropriate outlet for this desire. 
This impression is borne out in the survey of the whole group of entering 
students (n=126) with only two students claiming weak commitment to 
teaching. 
Other careers with children had been generally conside 	 students 
(e.g. nursing, social work) but rejected in favour of teaching. It is 
felt significant that only one student out of the total intake of 126 had 
applied to University. Further, students claimed that the decision to 
enter teaching had been one positively taken. However, the investigator 
suggests that "teaching" is a diffuse notion in the minds of entering 
students, and that students have very little precise notion of the demands 
of the classroom or of the particular skills they will need to develop. 
Professionalism as a concept means very little to the new student; 
certainly, none used the expression. There was a general desire "to help 
children", "to teach them things", "to work with children", which, it is 
argued, represents much more than an aimless drift into teaching or a 
conscious filling-in of time gaining a free higher education as a sort 
of finishing school experience. This interpretation receives support 
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from the investigation of Eason and Croll (1971), who report after 
interviews with tutors in six colleges of education that generally 
staff felt that most students - and particularly women students - 
came to college because they wanted to teach. 
Summary of oral responses to questions in first Interview (1.1) 
Interview Sample(Nx18)  
Note: 	 Because it was wished to keep the interview open-ended, 
response categories were not given. Categories were 
made up after the interview and as seen in the data, 
students often gave several reasons in reply to each 
question. 
Kt • • 
	 Why do you wish to teach? 
Replies involving wish to help children 	 18 
Replies mentioning social value of education 	 9 
Replies mentioning desire to pass on 
"knowledge" 
	 2 
Replies emphasising unsatisfactoriness of 
alternatives 	 7 
Replies mentioning general interest in 
schools (atmosphere, etc) 	 a 
When did you decide to teach? 
a) Only two students (both married women) could 
pinpoint a definite time (dissitisfaction with 
office work) 
b) All other replies lacked precision e.g. "can't 
say exactly". 
c) (i) "Always wanted to" 
(ii) Primary School experience mentioned 
specifically 
(iii) Secondary School experience mentioned 	 7 
specifically 
(iv) Technical College experience mentioned 	 1 
specifically 
People influencing decision to take up teaching  
No single important person mentioned 
Teachers mentioned as major influences 5 (13 acknowledged 
"encouragement") 
Parents mentioned as major influences 	 3 (14 acknowledged 
support) 
"Friends" mentioned 
	
2 
Students claiming "own decision" 
without one particular personal 
	
10 
influence 
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The decision to teach had been formed early in most cases: "I've 
always wanted to teach - I can't remember not wanting to" was a typical 
response. Only two mature students could pinpoint exactly when the 
deciSion was taken, in both cases reaction to office or boredom, but 
the other interview students expressed either an early formed wish or a 
gradually growing one. There was similar lack of definition of exactly 
who had influenced them in their decision. Many acknowledged the influ-
ence of teachers and parents, but only a minority saw them as major 
influences. Parents were in fact little quoted as major influences 
although they had "given support". Nearly all students wished to play 
down the significance of one particular person and to play up the 
importance of their own decision reached "on my own; nobody seems to 
have influenced me directly; I just made up my own mind; I can't 
tell you how" (First Year Student,. aged 18.7). This was a very 
typical reply, in that it acknowledged that others had had some influ-
ence, but that there was rarely a single teacher or occasion which had 
precipitated the decision. 
It is, of course, highly unlikely that students in the early days 
of their course would admit to a low level of motivation to a little 
known investigator who was also a member of the college staff. 
Nonetheless it is claimed, particularly in the light of experience of 
the students over the three year course, that in the interview situation 
a feature of the responses was honesty and striving for frankness. To 
support this claim, the responses to "How long do you think you will 
teach after qualifying?" were characterised (in the investigator's 
judgement) by frankness and reality. Only the three mature students, 
with "completed families" (their claim), saw themselves teaching for"a 
long period" or "Probably until retirement". All the younger students 
anticipated marriage during their twenties, but claimed they would 
"teach for at least three years, probably five", before starting their 
family. All but two of these fifteen saw themselves probably returning 
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to teachine when their own children were settled in school. The 
e"eneral cycle of "teach for a few years, then may have children, 
then come back to teaching, probably part-tine et first" was a typical 
response. 
Finally, (question 6 of Interview 1.1) it should be noted that 
only eight of the eighteen students had chosen the college as their 
first choice. The others had arrived at the College through Clearing 
House procedures (Chapter 5). There appeared to be no difference 
between the two sets of students in interview responses, eiLher in 
terms of length of teaching career envisaged or in terms of reasons 
for taking up teaching. Analysis of biographical data and expectation 
for teacher role reveals no differences between first choice and other 
students. Of the first choices four had chosen the College specifically 
on geographical _rounds (including the three married mature students); 
the others on grounds of recommendation of teachers, friends or 
relatives. 
The evidence above argues against the stereotype of the young 
female student as en "uncommitted drifter". It is however an argument 
dependent upon a rejection of the notion of the teacher as a totally 
dedicated individual. The ill-defined views of the new entrants are 
often much criticised by advocates of a traditional view of profession-
alism, but it is held that the roots of "non-dedication" are to be 
found in a change in the value system of wider society and in the 
particular values of the youth culture: 
"...the whole climate of opinion today tends to reject the 
very notion of teachers having a "vocation" with the implication 
that they are "celled", and separated from others by a lifelong 
commitment to a career which after all is not a priesthood". 
(Eason and droll, 1971, p51) 
This is not the place to argue such a case. The general lack of 
precision in locating initiating motivation to teach is claimed as a. 
cogent reason for concentrating upon what goes on inside colleges as a 
study of professional socialisation. It is to this that the investigation 
of the interview sample now turns. 
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College Socialisation  
Perception of College  
It was decided that the interviews would investigate three major 
aspects of the students' experience of college: its formal structure 
(courses, staff, groupings); its informal structure (student peer 
groupings); and school practice (examined under "perspectives" section). 
Within each of these aspects an attempt was made to probe the students' 
perception of values, sanctions and rewards which operated, together 
with the nature of the social interaction process. From this the inves-
tigator hoped to derive the reference groups or role models towards 
which students oriented their behaviour and to examine the nature of 
the perspectives which guided such action. Chapter 3 has set out the 
theoretical basis for this approach to the study of the socialisation 
of student teachers. 
Formal Structure 
NcLeish (1970) has argued that "students were not capable 	  
of making a total assessment of their college as an ongoing system"., 
he attempted through interviews to discover the kind of relationships 
existing between student groups, betweea students and staff, and between 
these groups and the administration, in order to "throw maximum light on 
the total college environment" (p.77). Both from his interviews and from 
students' essays written specifically for his investigation* McLeish 
judges that students seem unable to assess their college environment 
with any degree of objectivity. As McLeish's investigations consisted 
only of single interviews by himself or another person unfamiliar with 
the College, and as he later accepts that by students answering a 100 
item questionnaire a valid picture of college environment can in fact be 
obtained, his devaluation of student objectivity is somewhat suspect. 
Certainly, in this research into a single college by an investigator 
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playing a participant observer role, interviewing students regularly 
over three years, a counter claim is made that in fact students can and 
do perceive the nature of their college environment with a good deal 
of accuracy. 
The interview students perceived the course as being in three parts: 
Main Course, Education and Part 111 (or in the students' terminology but 
not the staff's, "Curriculum") courses. They saw staff as being attached 
to particular courses, and made a very clear distinction between Main 
Course and Education tutors. They did not appear to be aware of the 
grades lecturer, senior lecturer or principal lecturer. Within the 
departments they knew who was "in charge" or head of Department, and 
appeared to perceive fairly accurately individual tutor's specific 
responsibilities for particular areas of parts of the course: 
"Miss Z does all the school practice arrangements" 
"Mr. h. does the maths" 
"Mrs. 	 does all the work for the Suffolk Practice" 
"Mr. J teaches psychology of education" 
For Part 111 Courses, students attached responsibility for learning 
about "how to teach" the various subjects to the subject (Main Course) 
tutors. Two curricular areas, the teaching of reading and mathematics, 
were seen as the major responsibility of Education Staff. There was 
a good deal of uncertainty about the precise nature of Education tutors° 
responsibility for "method" or "curriculum" courses. It should be 
noted that the College view (expressed by the Academic Board) on school 
preparation was that it should be a joint responsibility of all members 
of staff; this principle was celebrated in having two tutors for the 
supervision of each student on school practice: an Education tutor, and 
a school (Main Course) tutor. Nonetheless, student uncertainty over 
"method" was shared by tutors, for a constant feature of formal and 
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informal staff discussion was responsibility for teaching students "how 
to teach". This debate continued throughout the investigator's six 
years in College, and in his view, was never finally resolved. 
students gained their view of the College structure from the groups 
to which they were allocated. They spend three years in an Education 
and a main course group, and much shorter periods of time in other 
groups with varied composition. When questioned on knowledge of and 
interaction with tutors,generally students were able to identify accur-
ately individual tutors' functions in the College; certainly those 
tutors they claimed to know. Later interviews showed that students 
became more accurate in their perception of staff responsibilities and 
roles. This finding is perhaps not surprising in a small college with 
only thirty four members of staff. 
from the second term students claimed to detect quite clearly a 
general college ethos which characterised all their experience of 
college. Interview 2.2 yielded a. variety of adjectives which appeared 
to cluster so as to present a coherent view of the college atmosphere: 
"friendly", "warm", "easy-going", "very child-centred", "relaxed', "a 
bit woolly", "concerned to make us feel at home", "not very demanding", 
"pleasant", "too easy", "puzzling after school - it seems permissive, 
we do as we please". As the course progressed students became increas-
ingly critical of what they saw as the college's lack of concern to 
"stretch" (student expression, much used) their intellectual potential. 
Throughout the three years they were consistent in acknowledging and 
appreciating the warmth and friendliness of the college, but they also 
generally appeared to regret the apparent lack of structure and plann-
ing in courses, the low level of standards expected or accepted, and tilt 
lack of direct guidance in classroom practices and techniques. This 
the investigator interprets as students seeing; college characterised 
by the loosely defined expressive values of friendship, emotionality, 
"wholeness", intuition and spontaneity, and playing down the instrumental 
demands of students for specific instruction. For example, the import-
ance of discovery method was recognised by the students, but they gener-
ally felt that they were left too much on their own ("left to sink or 
swim" was one student's expression) to discover things in which they 
felt they were entitled to instruction. 
Certain elements of the college course were seen by students as 
institutionalising particular values: the universal demand for all 
students to undertake club work in their first and second year was often 
quoted as the "child-centredness" of college; the discussion methods 
in Education and Main Course as celebrating a concern to develop group 
feeling and to examine personal experience; and the assessment methods 
and refusal to award marks to written work as evidence of both concern 
for individuals and as lack of concern for standards and intellectual 
development. (Note: since these paragraphs were originally written at 
the end of the three years of interviews, indirect support comes from a 
letter from an ex-student of the College published in the Times.Lducation-
al Supplement, 16 dune 1972. Discussing assessment as a form of examin-
ation, she regrets the lack of formal three-hour examinations and claims11.. 
at the end of three years.I knew painfully little about the subject 
(education) outside the four et five pieces of work which I had to 
produce 
	 yet I gained a merit in education". Clearly dissatisfied 
with the system of assessment in college she argues that this method 
tended to "obscure the basic outline" of a subject as it encouraged the 
student as it encouraged the student to concentrate on very limited 
areas, and at the same time raised the level of anxiety for students). 
The values implicit in the course and discussed in Chapter 5 
appear therefore, from a very early stage in the course, to be fairly 
clear to students. The Education course was most frequently identified 
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as epitomising these values, but students claimed that similar charact-
eristics were to be found in the teaching of their main subject. The 
shorter courses similarly were described as incorporating a ollege style 
based on the value of personal relationships, an attempt at warmth and 
friendliness, a "playing down" of the role of intellect and a "playing 
up"of intuition. Informality rather than careful organisation and 
planning thus characterised the College course for the students. The 
consensus of opinion appeared to be appreciation of the concern of the 
college for the individual student but regret that this concern resulted 
in vagueness and neglect of instruction in classroom techniques. 
To probe the sanctions and rewards operating,. students were asked 
what work they had outstanding and what would happen if they did not 
complete it (Interview 2.2; 3.2; 4.1; 3.1). Certain features charact-
erised the replies. :students found the formal demands of the course 
somewhat vague. Often students appeared not to be clear as to just what 
work they did have outstanding. In hducation, club notes were very fre-
quently mentioned, but usually with an indication that this was a const-
ant feature of student existence: a taken for granted assumption that 
club notes were to be invariably regarded as "outstandinr." 	 This applied 
particularly in the third to sixth term of the course where, although 
weekly notes were still required, this demand was often commuted by 
joint arrangement of tutors and students to a monthly or ternly submiss-
ion. Also in Education, students were able to mention the major pieces 
of work: their special study or their summer holiday work with children. 
Apart from these however there was little general pattern in education 
course requirements existing among students. They were aware that 
at the end of the course they were to present pieces of work represent-
ing evidence of study of the philosophy, psychology and sociology 
of education. For some students this was interpreted less in terms 
of conventional essays than in the submission of club notes or pieces. 
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of work following on from a school practice, or their vacation work 
with children. Students were writing Education essays, but it was a 
marked feature that the number and frequency of these appeared to depend 
upon the individual tutors, among whom there existed wide divergence 
of opinion on the value and place of such essays. 
"Mr. Y insists on at least one essay a term" (Third Year Student) 
"I haven't written an essay in Education yet" (First Year Student, 
end of third term) 
"I've had to scratch around to find essays for assessment, I've 
really only got two. I'll have to do a lot of vriting this term" 
(Third Year Student, eighth term). 
In the main courses too a similar lack of clarity emerged over what 
the students were expected to produce. Even in such conventional 
school subjects as history and English the load of written work often 
seemed to the students light and ill-defined except in the final year 
when students were working on dissertations required for assessment. In 
the more practical subjects of Art, Needlecraft, Dance and Drama it 
seemed almost non-existent (these students accounted for approximately 
half of the cohort). students in these subjects were obviously putting 
a great deal of time and effort into their productions, and quoted this 
as "outstanding work", but usually the only demands for written work was 
from the Education course, except, again, for the Main Course disserta-
tions undertaken in the third year. In the Part 111 subjects there 
appeared to be no formal written demands, although in history or geo-
graphy students had work outstanding for files they were preparing on 
particular topics. 
Generally then, there is a clear picture that the College was 
indeed attempting to ensure that "Students take responsibility for their 
own work" (College prospectus, undated), ),ut this resulted in many 
students being not clear as to what was expected of them, and almost 
certainly not pushing themselves very hard. They knew that at the end 
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of the course they would usually have to produce a certain minimum of 
work in Education and main subject, but for many in their first and 
second year this seemed an ill defined and far distant requirement. 
Interview 4.2 posed the specific question "How hard do you work?" The 
replies showed fifteen (of nineteen) students admitting to not working 
very hard. Further, all interview students felt in interview 4.2 that 
most other students did not work hard - an impression they confirmed in 
the final term of the course. The replies by the entire cohort to the 
College Environment Index (Chapter 8) shows less than eighteen per cent 
of all students agreeing that students do 	 put a lot of energy into 
their college work. It is argued then that the lack of clarity in 
defining work demands together with much responsibility placed on 
students to pace and assess their own work, resulted in the students 
being dissatisfied with their own efforts. Further, students felt that 
they could have worked very much harder, particularly in their first and 
second years. 
Students were asked what happened to "good" work,(how indeed did 
they know it was good?) and how were they criticised for poor work. 
Although all students reported that the possibility of failing the course 
was a fairly constant preoccupation of students (in that it occurred in 
many student conversations) it is somewhat surprising to record that 
nearly all students claimed that not only did they not know how they 
"were doing" on the course, they could also give very few instances of 
how they were rewarded or punished by the college. Students had been 
accustomed in their schools to having literal or numerical marks recorded 
in their work. This was not a practice of college; tutors wrote what 
comments seemed appropriate on students' work. This practice led to a 
good deal of criticism, even although students acknowledged that they 
understood the reasons behind its 
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"I know we are supposed to measure ourselves only against 
ourselves, but honestly, it would help to have some clear 
guidance as to where we stand". 
Students criticised the lack of specific guidance as to what was 
"right or wrong" in their essays or notes. They found, even in the 
third year, the practice of tutors in asking them to assess their own 
work somewhat unsettling and irritating. 
iraise was reported to be used a good deal by tutors, but students 
were often critical of the way in which it was used: 
"I don't want my (club) notes with "good" on them. What does 
it mean anyway?" 
"The trouble is that everything seems to be good. You can't 
really tell how you are doing". 
ihus the reward system of college appeared to the students to be 
one of deferment: knowing how they had done on the course would not 
really be known until after they had left college, and then only in 
terms of how they fared in the certificate examination. 	 general 
feeling of the students was that their work, when felt to good was 
often not acknowledged as such: 
"I just got my file back without any comment on it at all" 
Students discerned and acknowledged the College viewpoint that 
what was important in assessment was how they themselves felt they had 
one, but certainly for all but two members of the interview sample 
this was not felt to be sufficient. When pressed for details as to what 
would count as college recognition, students argued that what they 
wanted was individual discussion with tutors over how they had done on 
school practice, or in a particular piece of course work with specific 
and detailed criticism and advice. 'inis is somewhat surprising as a 
particular feature of the College is claimed by staff to be its system 
of individual tutorials. Nonetheless students very generally reported 
that they often did not have as much opportunity as they desired to 
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discuss their work and progress with tutors. 
As students perceived the formal structure of the college then, 
apart from final certification itself, a reward system appeared to be 
lacking, except perhaps in the subtle social interaction of the groups - 
several students reported the existence of "favourites" in groups who 
appeared to monopolise tutors' time and affection. This aspect, 
although of great interest, was not pursued. Students saw themselves 
as being left to generate their own motivation as far as the demands of 
the formal structure were concerned. 
The sanctions operating appeared equally ill-defined. Some 
students initially were surprised by the question (2.2; 3.2) "What 
will happen if you don't hand in your work?" This was partly due to 
the fact that they felt eventually they would hand in something: they 
may reinterpret the demands nearer to their own wishes, but after all, 
"College gives us that option doesn't it?" It has been argued earlier 
that the students were characterised by seriousness of intent. They 
recognised that they were in the college to become teachers, they 
wished to become teachers, and felt that this would necessarily entail 
a good deal of work. Many of them expressed surprise at the relatively 
little amount of work 	 which was expected from them, certainly in the 
first year or two. 
The students generally were markedly a-political and were little 
interested in testing the strength and nature of the authority of the 
College. All saw clearly the ultimate sanction of non-certification, 
all acknowledged it was a fairly constant student preoccupation, but 
upon probing no individual felt that it could not be avoided. The 
resolution of difficulties, such as not handing in work, would be in 
some "talking out" process, rather than a "talking to" punishment. One 
tutor enjoyed a considerable reputation for her practice of "carpetting" 
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certain students who had not handed in a required piece of work. One 
of these students was in the interview group and had experienced several 
such sessions. Her comment was that "the first time students come out 
feeling; pretty awful" and were afraid that if they did not do the work 
then they could be told to leave College. But after a time it was claim-
ed that students saw it less as a "talking to" than an exercise, albeit 
somewhat traumatic at first, in pastoral care: "Her bark's worse than 
her bite", "She means well". 
Sanctions for non-performance of written work tended to be seen as 
only used in the very last resort, and to consist of an appeal to 
reasons as to why the work should be done, or the substitution of another 
piece of work. When the invesigator persisted with: "But what would 
happen if you refused to do any written work?" it was at this point 
that the Principal would be invoked. Here the students' feelings were 
that the Principal attempted to avoid unpleasantness and was concerned 
to investigate, sympathetically, reasons for non-performance. The 
Principal appeared to enjoy a very good reputation for the quality of 
personal relationships with students. The threat of the sanction was 
worse than the actual experience. It would appear that the threat or 
probability itself constituted the sanction. Of the interview sample 
two had been to see the Principal over poor work or poor attitudes to 
work in their second year. Both reported that the interview had been 
characterised by cordiality and reasonableness, but that it had been 
pointed out to them that if they continued not to work then she would 
have no alternative but to recommend that they were not suited to teach. 
.e less they fulfilled certain formal requirements for certification, 
then how could she justify their proceeding to the certificate assess-
ment in the final term? 
.his appeal to the threat of non-certification because of the need 
for a certain minimum Of work appeared to be the major sanction within 
the college. In fact it was rarely exercised as among the students 
as a group there was a strong undercurrent of belief that it was "fairly 
easy" to be requested to leave college, or to fail the course. It is 
aruued that this, rather than any exercise of power by the staff 
ensured that work was done. It was largely student generated anxiety 
which acted as the sanction upon non-performance. However, this appeared 
to operate within a framework of student expectation that work had to 
be done. Even if students defined particular pieces of work (e.g. Club 
notes in the second year) as "unreasonable", the legitimacy of the 
tutors setting work was never questioned. No student doubted that 
student teachers should work hard. Thus, there was a peer norm that 
work had to be done - indeed ought to be done - and students accepted 
that they should be anxious if they were not working. The reasonableness 
of the work demand itself was never in question: staff had a right to 
expect written work. The College system allowing for relatively easy 
change of courses or tutors allowed students who felt they did not get 
on wit': certain tutors to avoid them, or to reduce contact to a low 
level, and one interview student had quite deliberately taken this 
action in Education. 
Thus, although non certification could be a real possibility, 
sanctions existed largely in the students' own minds, and college 
authority was never, in the experience of the investigator, seriously 
tested. Not one of the students who failed to complete the course 
during the three year investigation (16 of the original 126 intake) 
left by deliberate college exclusion. In cases where the College felt 
the student ill-advised to continue there were long discusisions among 
staff and with the student by tutors and the Principal. This in itself 
is of course a form of subtle social pressure and it is held that the 
status and power of students as against tutorais clearly unequal. The 
practice of the College however is to attempt to avoid the impression 
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of "forcin out" students. Rather, the stated objective is "to come 
to an understanding, getting them to see their own weaknesses or 
unsuitability" (Principal at staff meeting considering "weak" students 
- undated). Obviously, particularly at periods of school practice, 
students were suggested in Academic Loard meetings an unsuitable to 
teach. The process would then be set in motion to give the students a 
number of opportunities to prove herself and to her tutors whether or 
not she could really "make the grade". 
In six years as a. College Tutor, the investigator was only once 
involved in a protracted case where the Principal was required to 
ea.ercise her power to exclude a student on grounds of unsuitability 
and where the student was concerned to resist very strongly against the 
decision. The student in question had no ability to control. children 
(and seemed to have no potential for developing that skill). ene was 
given three extra opportunities in different schools over a period of 
two terms to demonstrate that she could. Both College and the schools 
felt she was unsuited to teach. The student did not agree but was 
eventually required to leave, against her wishes. The event occurred 
prior to the entry of the longitudinal sample. 
An investigation, on the following page, of the reasons why 
students left the College during the three year course demonstrates 
that the sanction of exclusion for poor academic work was not apparently 
used. fhis is in spite of the fact that concern was expressed on 
numerous occasions by staff about the low academic standards of some 
students. Lack of ability to perform adequately on school practice 
appeared the major reason for non-completion of the course. 
Thus the major control appears to be an affective one, relying 
for its effectiveness on motivational states which already exist in 
the great majority of students and which are demonstrated by the fact 
that they have chosen to become teachers. 
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Students from longitudinal cohort of 126 who  
did not complete three year course  
Student 	 Left 	 Reason 
1. Term 6 	 Parents killed in landslide in Jamaica - 
All contact lost. (College felt suitable). 
2. Term 3 	 Stated own unsuitability for teaching 
during Practice 2. (College agreed). 
3. Term 1 	 Left after 3 days. Own volition. 
(College presumably felt suitable). 
4. Term 6 	 Withdrew for 1 year - returned later to 
complete course. 
	
3. 	 Term 2 	 Left after first teaching practice - Own 
volition. (College felt practice to be 
reasonable). 
6. Term 6 	 Withdrew after extra teaching practice - 
Own volition. (College felt unsuitable). 
7. Term 3 	 Poor Teaching Practice. Advised to withdraw. 
Student agreed. 
8. Term 3 	 Own volition - to study Art. (College felt 
suitable). 
9. Term 4 	 Own volition. Against College advice. 
10. Term 6 	 Withdrew own volition for 1 year. College 
offered place to return. 
11. Term 6 	 Pregnancy and marriage. (College felt 
suitable). 
12. Term If 	 Own volition. Thought herself unsuitable. 
(Against College advice). 
13. Term 7 	 During 3rd year practice. Own volition. 
(Against College advice). 
14. Term 6 	 Poor Teaching Practice - student agreed. 
15. Term 2 	 Pregnancy and marriage. (College offered 
place to return). 
16. Term 6 	 No clear reason discovered - probably 
student felt dissatisfied with Collet e. 
(College felt her unsuitable). 
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Analysis of reasons for leaving of sixteen 
students - showing College view* 
College felt student suitable for teaching,* 
a) Student felt unsuited or preferred 
other occupation 5 
b) Student returned or offered place to 
return to College after interval 
c) Pregnancy/marriage 
d) Student left after 3 days 
College felt student unsuitable for teaching* 
a) Student left after discussion with 
staff - apparently at own volition 
b) Student left - probably from own 
dissatisfaction with College 
4 
1 
DOTAL 	 16 
*Note 
The "College view" and student reasons were obtained by the 
investigator from informal discussion with staff. Wherever 
possible students were also interviewed to probe reasons 
for leaving and to obtain their own views on the matter. 
In every case "suitability" appeared to be judged on actual 
or potential classroom performance and not on academic work. 
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In the study of interaction with tutors two major lines of enquiry 
were undertaken. First to discover how many of the College staff 
students "knew", and claimed to have contact with; and second, the 
nature of that contact. Students were given a list of College Staff 
and asked how many staff they "knew well". This procedure was under—
taken in Term 2, Term 3, Term 6 and Term 8. Results are shown below: 
Average number of Staff known to Students  
(to nearest whole number) 
College Staff (out of 34) whom students claim to: 
"Know" 
	
"Know well" 
Term 2 20 9 
Term 3 24 10 
Term 6 24 10 
Term 8 23 11 
The fi;ures were obtained from only seventeen students in the interview 
sample and there was a wide range between students. One student in 
her second year claimed to "know" all members of staff, and to "know 
well" twenty of them. At the other extreme was a student in her second 
year claiming to "know" only fourteen tutors and to "know well" only 
two of them. It is felt that such differences are not necessarily 
truly representative of the degree of difference in interaction with 
tutors, but rather to reflect students' different interpretations of 
"know" and "know well". The investigator's test lf "know" was to 
suggest "Do you know what he/she does in College? Do you have some 
contact with him/her?" For "know well" the suggestion was "do you 
feel you know the tutor well enough to decide whether or not you would 
go along to see him/her about a personal or school problem? Do you 
33C• 
have a good deal of contact with him/her?" 
This is a somewhat loose and intuitive approach, but it is claimed 
that it does yield a fairly consistent pattern in spite of the wide 
variation. Nearly all students claimed to "know" the Principal and 
senior tutors: those who had introduced their "subject" during the 
first term. They also "knew" the two or three tutors who had inter-
viewed them, the tutors on their Introductory course, most members of 
the Education Department and their main course department tutors, and 
those tutors of any Part 111 courses they had undertaken. Tutors 
"known well" usually included two or three Education Tutors, one or 
two main course tutors and other main course tutors known from the 
Introductory Course or from Part 111 courses. 
With a view to investigating the nature of tutor-student interac-
tion students were asked on a number of occasions to describe how they 
had spent their time over two days. What emerged from this study is 
that there appeared to be fairly limited tutor-student interaction 
outside of the formal timetable. Certainly, coffee and tea and all 
meals rarely if ever were taken with tutors present as members of the 
group. Similarly there were hardly any mentions over the three years 
of any evening contact with tutors. The exception to this last finding 
was that during periods of school practice a good deal of student-
tutor contact took place, but it was usually because of school practice 
itself: a problem having arisen, or a tutor having made a specific 
request to see the student. For all interview students the "College 
day" finished somewhere between three and six o'clock. It was accepted 
that little or no contact would take place with tutors after that time 
(all tutorial staff were non-resident - see Chapter 5). Home, boy-
friends and student peers only were mentioned as evening contacts 
except during the school practice periods. 
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Interaction with tutors then was usually about some point of 
college business. Very few students reported discussing personal 
problems with tutors and most claimed that in the first instance they 
would ask for help and advice from someone other than a tutor. 
However several tutors were mentioned as known to be "very active" in 
helping students, and the vice-principal in particular had the 
reputation for spending much time helping "other students" with 
personal problems. Another qualification to this picture of limited, 
instrumental interaction is the semi-formal nature of the interaction 
with tutors responsible for dramatic and musical productions and for 
the activities in the College Chapel. The impression gained is that 
only a minority of students took an active part in these events. Of 
the interview sample one was "very active" in chapel affairs; five 
had taken part in College or student plays; and four had taken part 
in a musical activity. This probably represents understatement of the 
proportions taking part, as all students, as part of their course 
would undertake some activity in music or drama. Nonetheless, the 
investigator came to the conclusion that interaction with staff was 
on a fairly limited front mainly connected with the College course 
itself. 
A much more detailed investigation is required to check the accuracy 
of this conclusion but the findings were discussed with several 
colleagues who, initially expressing surprise, acknowledged a measure 
of agreement with the finding. An investigation of how tutors spend 
their time, would, it is suggested, yield interesting results. It is 
likely that such an enquiry would be strongly resisted by the majority 
of tutors. The investigator had been under the impression that he 
spent a good deal of his time counselling students in non-professional 
matters. In his final year at the College (the second year of the 
study) he recorded his actual meetings with students over a period of 
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three weeks, and, although finding them frequent was somewhat surprised 
to find that less than six percent could be regarded as specifically 
personal counselling or pastoral care. how typical is this experience 
is a matter for empirical investigation. 
The major reported interactions with tutors were in lectures (few) 
discussion or course groups (many) and tutorials (fairly few). Thus, 
it is suggested that students view tutors mainly instrumentally. They 
welcome the warm quality of personal relationships which they feel to 
generally characterise the College, but they find that except for periods 
of school practice their contact with tutors is usually of low intensity, 
is concerned with some aspect of the college course, and, from their 
point of view, is regarded instrumentally as an opportunity to acquire 
knowledge or skills which will help them in the classroom or to gain 
their certificate. It is suggested that the importance of tutors as 
"si6nificant others" tends to reduce during the course except for the 
"College" perspective on work noted below, and at times of assessment 
and stress: school practice and the final assessment period in Term 9. 
The more important reference groups for students become teachers and 
other students., auch findings generally confirm those reported by 
Wilson (1966) that students see staff as having more influence on their 
intellectual development than other students, buy feel that their peers 
are of greater influence on their social and interpersonal development. 
The jtudent Subculture  
A number of attempts were made with the interview sample to gain a 
picture of the informal structure of college: some insight into the 
nature of student groupings. The major method consisted of asking 
students how they had spent the day or two before the interview, the 
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groups to which they belonged, and for their perception of student 
groupings in college. The methoe was informal and open-ended, but 
a consistent and clear picture emerged. There is not, among students, 
a strong sense of corporate identity, a feeling of belonging and loyalty 
to the College. Loyalties are to other individual students, the 
characteristic grouping in college being small friendship groups arising 
apparently from such variables as main course or age or hostel. Students 
largely enjoy their college life but view it instrumentally: it is a 
way of becoming certificated as teachers. Enjoyment arises from the 
small friendship groups not from a sense of collegiate pride evena.lthough 
students see the atmosphere of the college as warm and friendly. 
Only three major sub-groupings of students are discerned: a "Union 
set", a "Chapel set", and a "Dance-Drama set". These three groups are 
exceptional in being seen as fairly active. All three however have 
small membership, with Dance-Drama the largest comprising approximately 
fifteen discernible members. A small group of "mature married students" 
is also identified. There is very little mixing between year groups of 
students, indeed the year group is probably the strongest sense of 
corporate identity that students possess. There is little or no differ-
entiation between resident and day students, although for day students 
tne institutional loyalty is generally weaker than for resident students. 
Boyfriends and marriage became increasingly important during the three 
years and tend to be the dominating out of college interest for the 
great majority of students, serving to weaken a sense of college loyalty 
and identification. Students tend to see themselves as fairly easy-
going but with a strong undercurrent of "gossip and bitchiness" charac-
terising much of their conversation. 
Where is a quite strong expression of desire to teach together
with an acknowledgement that hard work does not characterise students, 
except at times of "crisis" - school practice and final assessment. 
Involvement with ideas 
	 n• =11.n 	  
Identification  
with Col1eje  
Academic 
Non-conformist 
Collegiate 
Vocational 
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There is a general playing down of interest in the theoretical, and a 
diffidence about ability to tackle academic work. "KeeuNess" is somethin 
which students do not like to display before their peers, and there is 
an avoidance of long discussion on professional issues. Politics are 
rarely discussed except among the "Union set", and with one or two 
exceptions students avoid any direct involvement in political action 
inside or outside the college. It is a student norm to reveal dissatia-
faction among peers with "the College line" on teaching, but there is 
very little open challenge to College authority and none of a fundamen-
tal nature. Relations with tutors are generally fairly easy, with 
students acknowledging warmth and friendship in their contacts. 
Clark and Trow (1963) have characterised four types of student 
subculture, academic, nonconformist, collegiate and vocational, 
generated from the combination of degree of student involvement with 
ideas and identification with college. 
Clark and .row see the American campuses of the early 1960s as 
characterised by the growth of a vocationally orientated student sub-
culture: students not strongly identifying with their colleges and 
not strongly interested in theoretical study. Rather, students were 
seen to be at College in furtherance of their employment prospects. 
College was thus a means to a lucrative career. Thia picture of 
American campuses must clearly be modified by the events of the latter 
half of the 1960s: the emergence of the radical protest movement on 
American campuses, which, in terms of Clark and Trow's model can be 
interpreted as a growth of the non-conformist subculture. The model 
itself can be criticised in its suggestion of clear categorisation o 
student identification and involvement. It gives little indication of 
the range, mixture or subtlety of student groupinn on the coa.in 
between the polarisations. 
There is little doubt that in the college studied the student 
subculture appears to be characteristically vocational. Students have 
not a strong sense of involvement with colleo:, nor are they as a group 
characterised by strength of interest in theoretical study. This is 
not to suggest that there are not students in the college with a real 
interest and concern for ideas. In the year croup under study the 
investigator is aware of at least seven students who are very strongly 
"involved with ideas" (one wee in the interview sample). These 
particular students were identified by staff as having major interests 
it 	 theoretical stud/. The interview sample student was character• 
teed by her strong criticism of college for not offering suffielant 
intellectual challenge. however, there is no evidenee that such 
students formed a clearly identfiable group, rather, they are to be 
regarded an individual students whe stood out from others by their 
strong interest in academic work. Only two appeared to be close f4'ionda. 
It is suggested that fruitful etudica could be undertaken of 
student subcultures in Colleges of Aucatiot using different models. 
It might be possible for example to use *strengths of commitment to 
teaching" or "active/passive involvement in student affairs" or "work 
oriented/pleasue oriented" generators for such a model, but the 
evidence from this stud/ does not support the view that student 
;;roupings are made on the basis of these factors. however, in an 
attempt to provide a model which will embrace both the typical grouping 
(friendship pairs or triads) together with the discernible troupe: of 
chapel, union, dance-drama and marrieds it is suggested that the voca-
tional quadrant of Clark's model can be extedded thus: 
Pairs/Triads 
Corresponding  
with College  
Groupings  
Yes Dance/Drama Pairs/Triads 
Married/Mature 
Pairs/Triads 
No 
Chapel 
Union 
Pairs/Triads 
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Major Interests (other than teaching) 
Within College 	 Outside College  
Corresponding  
with College  
Grouping  
Yes College positive (differentiating) 
College negative 
(differentiating) 
  
College positive 
(consensual) 
College negative 
(consensual) 
     
dere the generators for the model refer to whether or not the 
friendship group is based on a formal organisational group, and the 
interests and activities of the student group. Thus, the model could 
be applied to the observed groups as shown. 
Major Interests  
Within College 	 Outside College  
The weakness of the model is that membership of the categories is 
not mutually exclusive. A small number of students were very active in 
two of the discernible groups (Dance/Drama and Union). Nonetheless it 
does provide a basis for investigation of student groupings and could be 
used to investigate how far the College formal structure promotes growth 
of student subcultures. 
The model is concerned with variables other than commitment to teach-
ing, taking this aspect for granted, but nonetheless acknowledging that 
this commitment can range from strong to very weak. It proposes that 
student groups arise from the nature of similar interests rather than 
complementary needs, and from interaction within College allowing the 
discovery, development and exploration of those interests. Thus, some 
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college timetabled groupings will, it is suggested, give rise to student 
friendship groupings and this will in turn serve to reinforce the formally 
constituted group. The effect here will be to further differentiate the 
formal group from the rest of college formal and informal groupings. A 
clear case is the Dance/Drama group who are identified by all students as 
an active group, membership of which is almost entirely defined by member-
ship of the College main course, and which, as the course progresses, 
becomes more tightly knit and seen as "apart" from other main courses and 
student groups. Thus,the Dance/Drama group is formed firstly on the 
basis of initial interest in the subject, but the nature of the interac-
tion process (regular daily meetings, group activity, dependence of 
members on each other's performances, rotation of formal leadership role 
among students) serves to ensure that strong in-group feeling develops 
perceived by members and non-members alike. Thus, the formal structure 
of the college promotes the growth of a particular student subculture set 
off from the remainder. 
The Chapel and Union sub-groupings are smaller than the Dance-Drama 
and are not so clearly identifiable with a main course. It was thought 
that the Divinity main course would comprise the majority of chapel set 
members or that most members of the Divinity course would be actively 
involved with the Chapel affairs or identified by others as so involved. 
Investigation among the interview sample did not support either of these 
beliefs, showing that the eight or nine members of the set were spread 
over five main courses. A similar conclusion was arrived at for the 
Union set: it was not dominatedbby a particular course or formal grouping. 
Thus, it is argued that these two sets represent a different type of 
student grouping from Dance/Drama in that they do not serve to differen-
tiate between a particular group within the formal organisation of 
college from others. Rather, they represent a consensual element within 
the college formal groupings, serving to break down any barriers erected 
by time-tabling. 
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The third quadrilant - College negative (differentiating) - is 
represented by students who are brought together by a College course but 
whose interests (other than teaching) lie outside the College, particu-
larly those of the college course itself. Thus, student groupings here 
would be indifferent or antipathetic to participation in student activities 
based on college, seeking their satisfactionsoutside college, even though 
friendship corresponded to a formal grouping of the college. '.'he reported 
activities here were entirely leisure based, centring on boyfriends and 
the enjoyment of communal sociability in foursomes and sixsomes, visiting 
pubs, dances, cinemas, places of interest, etc. It bears resemblance to 
the "fun" subcultures of Gordon (1957) and Coleman (1961) or to the 
Collegiate subculture of Clark (1963) with the exception that it does not 
identify with college. The interview sample reported many examples of 
such friendship pairings among other students, indentifying by name in 
interview 5.2 some fourteen pairs or triads which had common main course 
membership. Friendship pairing was also reported as the most character-
istic mode of grouping in interview 8.2 but no record was made of actual 
groups. 
The final quadrant contains those student groups who do not share 
membership of a common main course or other college grouping. here, a 
group of some seven or eight mature married women were clearly identifiable, 
taking coffee and meals together and having home and children as common 
topics of interest. All were non-resident. It contains also many friend-
ship pairs and triads whose members do not share the same main course. 
In interview 5.2 fifteen such groupings were identified by name. 
To suggest something of the nature of overlapping membership, and of 
the difficulty of clear identification it is argued that the model is 
perhaps better presented as pairs of continua:- 
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Major Interests  
College 
	 Non-College  
Based on Collez_.!I=21  
Cross College Groupings 
College positive 4+ 
(differentiating) 
College positive 
(consensual) 
College negative 
(differentiating) 
College negative 
(consensual) 
Gubcultures, should, by definitiOn, possess a set of norms and 
values which mark them off from groups possessing other norms and values. 
What is clear from this investigation is that membership of the identified 
subgroup does not imply possession of radically different sets of values 
from other students. From the reports of the interview sample, from 
discussion with other students, froL staff comments, no consistent pattern 
emerges which differentiates between the groups other than in major inter-
est and behaviour in college. Thus the three groups described were seen 
as more active in participation in student affairs, but - as far as the 
investigator could judge (and the material available for judgement is 
acknowledged to be limited) - neither between the groups themselves nor 
between the groups and other students was it suggested that there was a 
real difference in commitment, in attitude to children, to education or to 
college itself, or in other professional attitudes or personal standards 
of behaviour. 
The lack of objective testing for subcultures, particularly by means 
of sociometric tests,means that the findings of this section are somewhat 
impresaionisticl and precise membership of all groups could not be deter-
mined. What is important for the study however is that it did not appear 
that the different groups were differently oriented to the teaching 
profession. Because of the major focus of this study it was decided not 
to use sociometric testing. This, it was felt, might forfeit the goodwill 
of students and was felt unlikely to yield results of value to which this 
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investigation could do justice. Such testing demands a major research 
effort beyond the means of an individual worker. However more detailed 
research is needed into the nature of student groupings in Colleges of 
Education. 
The identified sets then would appear to have much less impact upon 
the socialisation process than the much smaller friendship pairings which 
represent the dominant mode of social relationships within the informal 
structure of the college. Within the sets, students reported the exist-
ence of such pairings which interacted more frequently than the whole 
group. Thus, the model suggested represents not so much subcultures as 
groupings within a student subculture. A brief description of each group 
illustrates this point. 
The Dance/Drama. Set  
This comprises some fifteen plus members representing main course 
students. The level of group interaction is higher than any other formal 
college grouping as throughout the three year course the members met 
daily to rehearse and practice movement techniques. Group loyalty was 
high, students identifying themselves as group members and claiming much 
satisfaction from their work and from group membership. Each student took 
it in turns to lead the group in a production of a dance/drama, culminat-
ing in very intensive involvement in productions for final assessment. In 
addition the students undertook on their own initiative a number of 
productions for public performance. students depended on other members of 
the group for effective performance and this gave rise to strong sanctions 
in the form of group disapproval and appeals to group loyalty to discipline 
members who did not attend technique sessions or rehearsals regularly and 
punctually. 
The group tended to take coffee and meals together and non-resident 
students of this group appeared to spend much more time in collage than 
other non-residents. However, within the group the existence of friend-
ship pairs and triads was strongly noted. There did not appear to be a 
set of values clearly marking off the group from the rest of college. Other 
students and group members suggested that the major focus of interest, 
dance/drama, was the motivation for group formation and the reason for 
its continued existence, but that within the group opinions about educa-
tion or political religious and social issues reflected the differences 
within the college as a whole. Chapter 6 shows that group testing using 
the Role Definition Instrument confirms this statement for attitudes 
towards certain educational issues. 
Non-group members, reporting the existence of the group characterised 
their descriptions by the use of such adjectives as "lively" "noisy", 
"extraverted", "ebullient", "vigorous", "outgoing", and saw the group 
"sticking together outside lecture times". To some extent this impression 
is confirmed by the findings from the Eysenck Personality Inventory, 
which shows the Dance/Drama main course scoring significantly higher on 
extraversion than other main course students. Group members also saw 
themselves as "more outgoing" than other students, but as a croup the 
students were not rated differently as teachers by tutors throughout the 
course. 
From discussion with four Dance/Drama group members at the end of the 
second year it appeared that it was made up of two triads five pairs and 
two students whose College main friend belonged to another main course. 
This finding however was not checked by sociometric test. There was little 
reported interaction with Dance/Drama students in other years of the 
course. 
The Chapel Set  
This group appeared to comprise some seven members who interacted 
fairly frequently with a small number of students in other years who 
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shared a. similar intense interest in College Chapel activities. These 
students (three were main Divinity) appear to represent the diminished 
counterpart of a much larger group Which had played a very active part in 
College life between the two World Wars. One member of this reported set 
was in the Interview sample, but as far as the investigator could judge 
group membership had no significant consequences for professional social—
isation. No direct checking of this impression was undertal:en other than 
potential for teaching or school practice results, but it is clear that 
for this small group of students, chapel played an extreel; important 
part in their everyday life, probably as an extension of their commitment 
to their own home churches. It is suggested that the nature of sanctions 
and rewards relating to Chapel attendance and activity in this student 
„L;roupin arose from a complex of personal motivations and group involve—
ments which lie outside the scope of this investigation. 
The union get  
Six students were ,i$ ally mentioned, from the second year onward, 
as comprising an active group. These held official posts in the students 
union, and those interviewed reported giving up a great deal of time to 
Union activities, inside and outside the dollee. There did not appear 
to be a radical questioning of college authority among the group, rather 
an increased desire for participation in the decision making processes 
affecting the college curriculum and pattern of teaching practices. 
Other students identified this group of students as "leaders", but as far 
as the investigator could judge neither the group nor its individual 
members saw their role as one working for alternative ends to those 
.formally set by the College. 
croup members reported spending a great deal of time together, but 
also reported that their "major friendships" did not necessarily lie 
within the group. Again, like the Dance/Drama and, probably, Chapel 
sets, the groups are not distinctive subcultures within the College, but 
are students sharing similar interests and activities but with a range of 
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values similar to the whole year group of students, and characterised 
more by friendship pairs than by group membership. Neither in 
commitment to teaching, teaching practice results, tutors' gradings 
or theory of Education results do the group members appear to differ 
from other students. 
Mature/Married set  
This comprises approximately six members, one of whom was a 
member of the interview sample. All were married, with children, and 
from fairly early in the first year spent much of their coffee breaks 
and lunch hours together. They tended to leave the College at the 
earliest opportunity in the afternoon in order to be at home for 
their children and husbands. They are characterised by hard work, a 
very marked keenness and desire to do well on the Course. As a 
group they were sceptical about the attitudes and efforts of younger 
students. Further, they were also sceptical in their own conversation 
of much of the College course, but tended to be less openly critical 
to tutors, explaining that their major motivation was certification 
and that they did not therefore wish to jeopardise their chances of 
student reported that the grour, 
success. The interview group/discussions centred mainly on family 
affairs. It should be noted that all "mature marrieds" were not 
members of this group, several making a conscious effort throughout 
the course to identify with the younger students rather than with 
their age peers. 
Of all the groups only this one appeared to have an expressed 
uniformly high level of motivation to teach. ".past from them, the 
student norm appeared to be to play down public expressions of "keen-
ness", although admitting to it in private conversations. This 
apparent coolness of younger students towards teaching, and towards 
what the College could offer was much criticised by the mature/ 
married set..No reports were given however of overt friction between 
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the set and other groups of students. 
The descriptions of the identifiable groups given above should be 
regarded in the light of the characteristic student grouping: pairs;or 
threes or occasionally foursomes, of students meeting in hostels and over 
meals and coffee whose conversation, except at times of school practice, 
centred much more around personal emotional and social topics rather than 
professional issues raised in the course. Deep examination of such 
professional issues appears to be discouraged by the student subculture 
and conttoversial issues are avoided ("to keep the peace" in the words of 
one student). There is an unspoken assumption that serious discussion of 
education is taboo, and various forms of ridicule are reported as employed 
to keep offenders within bounds. Within the friendship pairs however 
there is a great deal of "emotional unpacking" taking place, and all 
interview students reported such discussion taking place on their own or 
other students' personal problems and affairs - particularly those relat-
ini-: to boyfriends and future marriage - and to discussion of other college 
cliques. At times of school practice a great deal of mutual aid takes 
place, both between pairs and among the wider, more loosely knit, friend-
ship groups. Again, at these times conversation is marked by a severely 
practical attitude to education. There develops an assumption that 
"hard-headness" pays and that students should help each other: making 
apparatus and sharing techniques which will enable the next day in 
school to be successfully completed. 
The consequences for professional socialisation of the particular 
nature of the student subculture would appear to be that students take an 
increasingly instrumental attitude towards the college course. This is 
explored in the discussion of student perspectives developed below. The 
norms developed included a strongly critical attitude towards the relev.. 
ance of College teaching; a scepticism concerning the college "child-cen* 
tredness"; a depreciation of theory; an avoidance in student discussion 
31+5. 
of political and educational issues - particularly where these are 
controversial; and a major preoccupation in student discussion with their 
own personal and emotional affairs - affairs which arise less from diffi-
culties with the college course than from friendship ties. Conversation 
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largely centres around these interests and certain leisure activities 
with them. The sets and friendship pairs are maintained by such common 
interests and by the emotional support generated within such groupings, 
particularly at times of crisis and in the face of common difficulties. 
;Sanctions reported by studdnts appear to centre around the withdrawal 
of emotional support from those who appear to be identifying too strongly 
with college: laughter, subject-changing, ridicule and scorn, avoidance, 
direct criticism, appeal to the"obvious" commonsense and practicality of 
students and teachers. These reported activities generally take place 
"off stage", in interaction in college rooms, over meals, etc. Lvidence 
by their existence exists in the independent reports of interview 
sample members and in some direct observation of such behaviour in College 
Education groups. Verification can only take place by a much more 
thorough-going investigation, probably using participant observation. 
The student subculture of college would appear to exercise a good 
deal of influence over the personal behaviour of students. The nature 
of friendship pairings and the looser networks of friendship groupings in 
which they operated, exercised a major control over moral decisions, 
interview students reporting that other students (but rarely they them-
selves) were strongly influenced by others. For example, one hostel was 
consistently reported, both. by one student who lives there and by other 
interview students, as considerably "laxer" (students* description) in 
sexual behaviour than other halls of residence. Another hostel was 
described as much more "workish" than others. 
All students reported a "close or very close college friend" whom 
they acknowledged as having major influences over their behaviour. 
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Personal difficulties would be much discussed in the friendship pairings, 
and although students were concerned to emphasise that their actions 
and beliefs were based on their own judgements, it seems clear that both 
the close friends and the generally accepted norms of loose-knit friend-
ship group (often hostel based) played a large part in shaping those 
decisions. 
The friendship structures are also tempered by the presence of boy-
friends. It is taken as a norm that a student should have a boyfriend; all 
members of the interview sample confirm this fact and one student who did 
not possess a boyfriend reported feeling "unusual" in not having one and 
being under a personal felt pressure to conform. For approximately just 
over half the students the boyfriend is "local" in the sense that he lives 
close enough to college to allow one or two evening visits and certainly 
visits during the weekend. Visiting is two way; boyfriends coming into 
college or the students meeting their boyfriend in his own college or digs 
or home. Such an arrangement breaks down the strength of such student 
subcultures as might develop and serves to attenuate a sense of College 
identification and loyalty. This occurs with greater effect as the course 
progresses as the students tend to form more permanent relations with boy-
friends. During the third year students become increasingly outward 
looking: anticipating both their first teaching post, finding new accomo-
dation in many cases, and the prospect of marriage. Thus, the "senior" 
students in college who could presumably do much to foster the corporate 
spirit among others, in fact spend little or no time in this activity 
being concerned with the world outside or with their individual problems 
of final assessment. 
The weakening of traditional College culture should not be interpreted 
as a deleterious movement, a worsening of the quality of College life. 
Rather it represents a reflection of the change in both the nature of the 
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teacher training, institution and in the nature of societal expectations 
for young females. On the one hand Colleges of hducation have become more 
open, less closed and total institutions which were characteristic of the 
period up to the 1950's. The College under study has a geocraphical 
position which serves to militate against its closed nature of earlier 
says: it is close to central London and to many other institutions of 
hi:.her education. The chancing expectations for women are a commonplace 
of sociological investigation (Eanks, 1954). The mytholog 	 f the profess- 
ion itself positively encourages the stereotype of the extreme nubility of 
your,: women students. It is not surprising that the students of this 
sample reflect the trend towards earlier marriage and less selfconscious 
informal relationships between the sexes. 
he investigation into friendship groups reveals a findinT of consid-
erable interest and practical importance. It would appear that the typical 
friendships which are made develop early in the course and are strongly 
influenced by hostel placings. 	 he interview students who were resident 
in their first year report almost uniformly that their particular college 
friend emerged from a small group which had been arbitrarily placed by the 
College on a particular landing or corridor. These early fomed relation-
ships largely endure throughout the course and in the second year dictate 
both the choice of hostel, and to a large extent, the choice of education 
group within_ a particular age range. Data collected in interviews with 
cone 23 students is shown on the following page. 
Thus, it is suggested that the major control on friendship patterns 
appears to be initial placement in hostel. Common interest in a Amin 
course of study is the next control and appears to be a Ltl.on• or influence 
for day students than for residents. Finally, education ,groups appear to 
act as consolidators rather than determiners of friendship patterns. 
friendship choices are largely laid down in the first year, th us when 
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Friendship Patterns  
(Sample: 23 students then 
in third year) 
1. Reporting a "close or very close" Ooll,ge friend 
2. Friend known before College 	 1 
3. Friend sharing hostel in first year (16 resident) 
	
13 
4. Friend undertaking same main course 
i. Friend in same education group (chosen in 2nd year) 
education groups are chosen in the second year, pairs and looser friendship 
groups representing associations of such pairs strongly tend to opt for 
the same group. Evidence for this is provided not only by the interview 
sample, but by the fact that at the start of their second year five 
members of the mature/married group opted for the same education group. 
Tutor action was taken and the group was met with the suggestion that it 
would probably have a limiting effect upon discussion if all members 
were in one group. The mature/married set thereupon agreed to snread 
itself over two education groups. 
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Reference Groups and Role Y.odels  
At the end of their three year course students in to longitudinal 
sample responded to a questionnaire probing, the impact ' college. Two 
questions related to role models. Results from the 105 students 'the 
responded are shown below:- 
u,:stion 5 List in order of importance to you the most si nificant 
experiencesin learning the role of the teacher in school. (You may 
wish to award "equal" placing) 
irs Secoh 'Jliro. our .- ift I-'ae 
nir 
.!'inal 
A.acing 
Teaching Practices 
:Education Lectu:es 
and discussions 
Club Work 
1.,ain Courses 
Cher Coller:e 
Courses 
Informal discussion 
with other students 
 
103 
0 
42 
24 
4 
33 
. 
i 
2 
19 
10 
10 
21 
9 
1.01 
2.96 
3.97 
.)7 
4.5(,  
% 
1 
4 
„tion6 List, -.L1 order of importance, the groups of peoxi  you 
n ••nn•n•••••n•••••n•n•n•• 
consider to have had moat influence on you in learning the role of the 
teacher in school. (You may wish to award "equal" plaoin 
First Second Third Fourth Fifth Sixth Averaco . 	 ' Placin' 
Final 
Placing 
Education Tutors 39 35 1 4 1 2.21 2 
Lain Course Tutors 7 15 34 33 6 3.42 3 
Teachers and heads 65 32 3 2 1 ,:: 1.55 1 
Other Students 0 34 25 3.52 4 
Boyfriends/husbands 9 20 4.90 
Others (Please 
specify 
. 
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it seems clear from replies to these two questions that students regard 
teachers and heads in schools as their most significant reference group. 
uestion 5 shows that teaching practices carry far more weight with the 
student than any other part of her course as far as learning the role of 
teacher in school is concerned. This finding confirms the investigations 
of Williams (1963) and Morrison and McIntyre (1969). ,„Jiestion 6 modifies 
the information ofuestion 5 and suggests something of the importance of 
tutors (particularly Eiucation tutors) and other students in role-learning. 
Discussions with the interview sample suggest that students more sharply 
differentiate between different groups as the course develops in terms of 
the behaviour thought expected by those groups. Thus it will be suggested 
that the relatively high weighting given to education tutors in teacher 
role learning relates to some extent to a different behavioural dimension 
than that for teachers and heads. 
Students begin their course of initial training with College tutors as 
very significant others towards whom their behaviour will be oriented and 
from whom they expect to derive techniques and knowlede. arly discuss-
ions with the interview sample revealed that College staff were regarded 
as "super-teaehers". The fact that they held College posts appeared to 
mean, in the entering students' view, that tutors knew, and would pass on 
certain things which would enable the student to perform well in the 
classroom: 
The Staff will teach us how to teach" 'Interview 1.1) 
"The tutors are I suppose the best teachers who will show us 
what to do" (Interview 1.1) 
"Although they are very friendly I'm a bit scared of them (tutors) 
really - they seem to know so much" (Interview 1.2) 
view of the college staff was to give way fairly quickly to a 
less idealised, more instrumental view, with the view of the staff "knowing 
it all" giving way to a view of them as being "out of touch". It is sugg. 
ested that the influence of school practice and of other students serve to 
effect this change. School practices in particular heightens the critical 
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attitude towards College tutors. One effect of the first and second 
school practices was to modify the expectations students possessed for tho 
tutors' role. Tutors were seen as assessors of the practice and as "goner. 
al emotional supports" (Interview 5.2 q.6). The expectation that they 
would provide specific assistance in classroom matters became attenuated. 
Students increasingly felt that they would gain fairly little in the way 
of concrete advice, for dealing with a particular subject or topic. 
Rather, they now expected, and reported getting, a. certain amount of oppor-
tunity to "talk out our difficulties" particularly with matters of class. 
room discipline and control. 
There was general consensus among the interview sample in their sec-
ond and third year that they saw the role of College staff as instrument-
ally non-specific, being much more concerned with expressive support and 
assessment. Whether this is an accurate description of the staff role is 
open to question. There is however little doubt that the students, from 
their reports, saw it in this way. A number of exceptions were reported, 
where tutors gave fairly precise instructions as to how to teach a partic-
ular lesson. The great majority of interviews however report this to be 
unusual. 
Students' orientation towards the college staff as a reference group 
became more and more concerned during the course with satisfying them as to 
competence in the College course and in school. These two areas became 
increasingly separated in the students' minds. In the college course, the 
initial impression of tutors was maintained throughout. There was a feel. 
in that in academic matters staff "knew their stuff". Although there was 
occasional criticism of main courses that the work was little beyond what 
had been studied in school, generally there was acceptance that the staff 
were competent both to teach their subjects and to judge tne students' per-
formance in those subjects. In Education too the same general impression 
prevailed during the three years, particularly in the disciplines of 
education. What was questioned was not the staff's ability in these 
disciplines, but the 
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relevance and legitimacy of such subjects in the initial training course. 
However* the students accepted that it was necessary to display competence in 
these subjects, even if they privately questioned the appropriateness of 
such work for student teachers. They felt that the tutors were the major, 
if not sole, group towards whomtheir behaviour in this area would be 
oriented. 
It is argued therefore that for the Education Theory and Main Course 
components of the college course* tutors were highly significant others 
for students. They were seen as having monopoly of teaching and assessment 
procedures with strong backing from the external examiners involved. Thus 
in these areas students felt constrained to pay very close regard to what 
they felt tutors required, and, indeed, to accord them legitimate expertise 
in these areas. Further, students for main courses (but to a much lesser 
extent for Education) appeared to genuinely accept the desirability of 
these subjects. 
A distinction has been drawn (Chapter 3 above) between reference 
groups as sources of standards and as groups to which entrance is desired. 
College Tutors for Main Course and Education clearly constitute reference 
groups of the first type: they embody academic standards which the students 
must reach. However tutors do not constitute a reference croup of the 
second type in the two remaining areas of the College course: Part 111 
courses and school practice. Here, the evidence of the interview sample 
strongly suggests that teachers and heads are seen as having more signifi-
cance for the students. Students acknowledge that they must demonstrate 
competence to the tutors in these areas, but they recognise the existence 
and desirability of a different set of standards held by teachers. This 
finding represents a refinement of the "college frame of reference/school 
frame of reference" of Finlayson and Cohen (1967), and the "on stage" of 
responses of Shipman (1966) in that it points to those areas in which 
college tutor competence is accorded legitimation, and to those areas 
where it is not. 
In the area of practical teaching students clearly are more oriented 
towards the views of practisins teachers than towards their tutors'. 2he 
evidence from questions 5 and 6 above and from the interview sample implies 
strongly that students come to see teachers as their major source for ideas 
on how to behave in the classroom. Practising teachers form a reference 
group which students aspire to join; they are further, a source of stand-
ards to guide classroom behaviour. Laxly in the college course, students 
are oriented towards their tutors for this faaction; after experience of 
school practice however they develop this other reference group of teachers 
which becomes of major importance for them. 4hat the interviews yield, 
which is concealed in the responses to questions 5 and 6, is that both 
teachers and tutors act as important reference groups, but for different 
aspects of classroom behaviour and for different purposes. 
Tutors increasingly are viewed as assessors of the practical teaching 
experience, and as such the students develop a "safety and survival" 
perspective to enable them to cope with what they see as tutor requirements 
(see perspectives section below). Thus, students accord tutor requirements 
a lower place than teachers' requirements in their personal evaluation of 
classroom practices, but regard them as important in the process of passing 
the standard. A shorthand developed in the interviews characterising what 
students perceive as staff expectations in the practices: full, neat files; 
group and individual work; maximum visual display; activity; but above 
all close, warm relationships with children, the ability to "get on" with 
school staff, and a teaching procedure based on children's interests and 
needs. These requirements are not spelled out precisely in the students' 
minds, but they nonetheless serve for almost all, students as a convenient 
set of prescriptions to ensure success from the College standpoint. 
However, interview students report that teachers and heads (but particularly 
classroom teachers with whom they undertake their practice) generally 
serve as a reference group from which a different set of prescriptions for 
success will be obtained. These prescriptions are, for the students, of 
more importance because they ensure not just the safety of passing the 
assessment procedures, but because they will ensure survival in the practice 
and afterwards on taking up their first post as teachers. 
:Numerous descriptions were given of these "teacner standards", but it 
is possible to derive a similar shorthand list to compare with the College 
list in the preceding paragraph. Students suggest that often what they 
gain from their supervising teachers is some specific advice on how to 
teach aspects of certain subjects and how to control individual children 
and classes. Principles reported as gained from teachers include: maintenan-
ce of social distance; firmness; starting off as something of a martinet 
and gradually relaxing; a balance of class and group work; a need for 
for some quiet periods when no-one other than the teacher should speak; a 
high degree of teacher control of work, certainly in the early stages of 
establishing a relationship with a class; clear directions, and a reduction 
of pupil choice. All these classroom behavioural standards, together with 
specific advice on the teaching of reading or number or particular school 
subjects, appear to be the contribution of teachers as role models for 
students. The emphasis is on keeping the children busy: the piece of 
classroom lore which nearly all members of the interview sample quoted at 
some point in their three years was "6atan always finds work for idle hands 
to do". The assumption was that for student teachers, or for teachers on 
,robation„ the value of the work was less important than the activity it 
tngendered: busy children would not be difficult children. Thus, whilst 
roth tutors and teachers were concerned with activity as a principle of 
lassroom behaviour, students saw different motivations behind the sate 
interestond whilst acknowledging the legitimacy of the tutors' demand for 
some "worthwhile" justification, privately felt that at this stage of their 
career, the teacher justification - to diminish discipline problems - was 
of more importance. 
6tudents accepted that the perspective they developed on school practice 
allowed them to maintain two sets of standards which often conflicted with 
each other, although they contained common elements. For the tutors it was 
necessary to be seen as a warm, sympathetic teacher, concerned with keeping 
order certainly, but concerned to understand each individual child and to 
provide for his interests. 3xamination of school practice files throughout 
the four practices revealed far more attention given in lesson evaluation 
to a discussion of individual children and their emotional and social diffi-
culties than to an examination of teaching technique.(1) indeed this lack of 
attention to considering teaching method and favouring of discussion of 
children and relationships is a prime characteristic of teaching practice 
files as shown in Chapter 5. Lesson notes would give in some detail the 
method to be adopted, but follow-up notes only rarely discussed the lesson 
in terms of success of the method as judged by what children had learned. 
From their supervising teachers, students reported acquiring a reper. 
toire of techniques and skills which could be used to teach effectively. 
The investigator suspects that the test of effectiveness employed by the 
students (and probably derived from their teachers as suitable measures 
for student performance) was one of class control, class quietness and 
general pupil "business". and output. Although many students reported 
enjoying their practices, nonetheless they were looked upon as hurdles, 
(1)After the second year practice thirty-five files were examined by three 
tutors. Assessments were made of all contents except Lesson Preparation 
/older three headings. There was a high level of agreement between the three 
judges resulting in the following weighting: Discussion of individual factors 
35 percent: Discussion of social factors - 21 percent: Discussion of 
tnowledge and technique - 14 percent. 
as obstacles to be overcome, and a generally short-term view was adopted: 
what lessons would successfully get the student through the next dray or 
two? For these tactics (rather than strategy) teachers were seen as 
highly significant others, for they were seen as knowing the ::hildren, 
knowing what to teach, and knowins how to teach it. Thus, teachers were 
able to generally fill the instrumental need felt by students: supplying 
expertise which would ensure short term success in the classroom, suffi-
cient at any rate to survive the practice. Tutors did not appear to be 
willing to supply this expertise. Further (and partly as a result of 
this "unwillingness") they became increasingly defined by students as 
unable to supply the need, because they were "out of touch", not in 
daily contact with the practicalities of everyday classroom life. 
Teachers were however ready to supply this knowledge to students, or, 
rather more accurately in terms of the evidence of the interview sample, 
could not avoid supplying it for they were very highly visible to 
students, either directly by heir presence or in the evidence of the 
children's work and children's expectations. A numbef of students 
reported learning what to do by not following the advice or example of 
their teachers. In this case the supervising teacher was seen as a 
nesative role model, practising in a way which the student disapproved. 
Nevertheless she remained an important source of learning for students. 
In the area of school practice then, both teachers and tutors formed 
reference groups for students, but not only were teachers seen as a more 
important group, the two groups were seen as emphasising differing charac-
teristics in the role models presented. The same feature was found in 
discussion of Fart 111 courses. Students generally looked to these as a 
source for classroom expertise although the College specifically avoided 
designating them curriculum courses. Students were much more highly 
critical of such prescriptions for classroom practice as were advanced in 
these courses than in -.6ducation or Main Courses. Increasingly through the 
three years students tended to see teachers as possessing more expertise in 
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curricular areas, particularly in terms of "putting it over". Thus, 
students appeared progressively to see teachers, rather than tutors, as 
sources for pedagogic skills. Whilst the tutors were still seen as 
"knowing a Brat deal about their subjects", they were increasingly 
charged with lacking knowledge of the classroom situation, without which, 
it was argued, their recommendations were of relatively little value. 
2n main courses or the disciplines of education the tutors* expertise 
went largely unchallenged by students, (even if the relevance of such 
knowledge was questioned), but increasingly in areas of practical teaching 
there was criticism of both lack of guidance and of the guidance actually 
provided. 
Two factors appeared to contribute to this growth of scepticism on 
the part of students. First, a stereotype of "the college tutor" clearly 
existed in student popular mythology and was strongly supported by the 
student subculture. This stereotype defined the tutor as "out of touch" 
by virtue of the adoption of the role itself. however successful a 
college tutor had been as a teacher or a head, the taking up of the role 
of tutor, automatically distanced the ex-teacher from the classroom, and 
this distancing, in the student view, meant that the realities of the 
classroom situation were no longer understood. The stereotype saw the 
tutor as more and more concerned with "theory" - a term used interchange-
ably with "academic" as having pejorative overtones. The role of college 
tutor meant, for students, that lack of daily contact with children and 
with the school teaching process, would inevitably lead to "artificial" 
and "unrealistic" prescriptions for practice and to an increasing "wooll• 
iness and vagueness". The stereotype was supported by a large number of 
anecdotes, some apocryphal, some derived from actual events in college and 
heightened in continual re-telling and adaptation, which were used among 
students to demonstrate the truth of the stereotype of the "out of touch" 
tutor. This role stereotype was, it appears, learned fairly early in 
the course and reinforced by the experience of school practice. The 
investigator suggests that in some way it acts as a defence mechanism 
for the preservation of student self-esteem, for it allows rationalisa-
tion for personal failure or difficulties in the classroom. Thus, the 
causes for failure can be externalised into appeals to lack of advice or 
poor advice. It is the investigator's experience that the stereotype is 
a similar part of teacher mythology; certainly the interview sample gave 
numerous instances of this negative stereotype existing among the teachers 
with whom they undertook their practices. Thus, the role of tutor itself 
gave rise to increasing scepticism towards Part 111 courses on the part 
of the students. 
The second factor accounting for scepticism lies in the reduced 
control tutors possess over student learning in the area of Part 111 
courses. College has not the same monopoly power over teaching and 
assessment as in Education and Hain Course. Teachers on school practice 
contribute in a major way (in the students° view) to learning about how 
to teach different subjects. Thus, teachers could lay claim, by virtue 
of performing the task daily, to expertise in this area. Students there-
fore saw Part 111 courses as containing much material or method which 
could best be acquired in school, from teachers, rather than from tutors. 
Further, students claimed that success in these courses was best demon-
strated in the classroom rather than in the fact of attendance at a 
college course. It should be noted here that the Principal was required 
to certify that students had attended, and reached the required standard 
in, the various Part 111 courses. This appeared to be largely a formality 
although several tutors used it as some compulsion to ensure attendance, 
At no time in the study was a student failed because of lack of success 
in a Part 111 course. The certification procedure for this part of the 
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course appeared to be a formality only: no tests were applied to check 
the standards reached. For students then, the real test of the success 
of Part 111 courses lay in their direct applicability to the classroom 
situation, and it was on these grounds that much of the criticism arose, 
for teachers were seen as contributing more to the students' learning 
than tutors. 
From the responses to question 6 and from the interview sample it 
would appear that teachers form the most significant reference group for 
students, with tutors as the next most significant. Education tutors 
appear to have more importance for learning the class teacher role than 
main course tutors; an impression which was not clearly supported by 
the interview sample. It was not possible to deduce a clear pattern 
from the interviews as to the relative weight attached to Education or 
Main Course tutors. Students appeared to be governed to some extent by 
the stereotype of "college tutor", but within this somewhat restricted 
framework they were concerned to discriminate between individual tutors, 
rather than between Education and main course. Thus one main course 
tutor was consistently (and exceptionally) singled out for praise in 
terns of the practical advice she offered in her subject for students 
in school.,,Similarly one Education tutor attracted a number of adverse 
comments in terms of lack of any advice given on how to work in school. 
These comments on individual tutors were increasingly proferred as the 
interviews progressed although it was not part of the purpose of the 
study to elicit them. It is suggested that the findings of question 6, 
giving more prominence to Education tutors than to Main Course tutors 
may flow from the fact that they are seen by students as having much 
more importance on the assessment of school practice procedures, and in 
the fact that many education discussions necessarily centred around 
practical issues in school. As Part 111 courses (with one exception, 
matnematics) were provided by itain 	 urse tutors, it may be that the 
adverse evaluation of these courses served to depress the estimation of 
the contribution of such tutors in role-learning for the students. 
"Other students" would appear to rank fourth as a reference group 
in relation to teacher-role learning. The interview group findings 
suggest that other students are a major reference group in terms of 
personal behaviour. For teacher role learning students tended to play 
down the direct contribution of ther peers. Interview students acknow-
ledged that they gained a certain amount from their fellows in formal 
discussions and rather more in informal discussions, but they were unwill-
ing to accord more importance to other students than to teachers or 
tutors. A sceptical note was sounded by onethird year student: 
"We are not concerned to impress other students. We know them 
too well. They aren't the ones who decide whether we pass or not" 
Such comment further illustrates the importance attached to the tutors' 
function of determining entry to the profession by certification. 
During the first school practice (Group Study) other students were 
highly visible, being in the same classroom. In the second practice 
(Suffolk) students lived together in pairs in a Suffolk village for a 
month and worked in the same school. For the third and fourth practice 
the collete attempted to place students in schools in at least pairs to 
give support to each other. However, in spite of these organisational 
devices, students did not see other students as major sources of learning 
what to do in the classroom. Although the expertise -of some of their 
peers was acknowledged ("P - is marvellous in the classroom, full of 
ideas and never seems to have any trouble"), nonetheless they were seen 
as contributing relatively little to instrumental learning. AlthouLh 
this could be taken as supporting Wilson (1966), this is somewhat surpris-
ing, for 16KWY interviews gave examples of what students claimed to have 
learned from each other in terms of classroom practices, techniques and 
equipment. Students also gave many examples of the mutual support 
which took place at periods of school practice, but saw this student 
co-operation primarily as expedients to enable the practice to be passed 
successfully. 
It is clear that the students themselves do not see their peers as 
legitimate sources for learning and the reason for this lies partly in 
the student role played: being a student implies that one necessarily 
knows less than the tutor or teacher. Thus, not only do the students not 
expect to learn much from their peers, they tend to discount what they 
do learn from that source. This is an interesting finding as a large 
part of the discussion method of teaching much practised in the college 
is based on the assumption of "learning from each other" (Head of 
Education Department at Departmental meeting, undated). Students saw 
their tutors as appointed to "teach teaching" an expectation which 
diminished as a result of experience during the course as the students 
turned to other groups for this guidance at times of school practice. 
Nonetheless, they were unwilling to accord major importance in learning 
in this area to their peers: "It's the blind leading the blind" was a 
sceptical remark made in interview 9.1 which sharply but accurately 
reflects student feeling. 
Several students mentioned the great support they received from 
boyfriends or husbands, particularly when these were teachers. for 
three or four students these extra-college influences appear from 
question 6 to be major role learning sources. The interview group 
however whilst acknowledging this help saw it as general emotional 
support, rather than as contributing specifically to classroom expertise. 
Again, as with "other students" but to a greater extent, students did 
not see this group as a major legitimate source of role learning: 
"Of course it helps to have your boyfriend interested - but if 
he's not a teacher he doesn't really understand. he can help 
though by just being sympathetic" (Third Year Student, Interview 8.1) 
students sometimes mentioned children as major sources for learning 
about the teacher's role. Six of those seven students who placed "others" 
first or second in response to question 6 all Lave "children" as this 
major influence. This however raised the question of whether children 
can constitute a reference group or role model for students. They cannot 
act as role models; only teachers or tutors or possible other students 
appear able to fulfil this function. Similarly they are a reference 
croup neither in the way of representing a potential membership group, 
nor as one from which standards for teacher classroom behaviour can be 
taken. Nevertheless, as some interview students pointed out, it is 
impossible to act as teacher without their presence and as such they 
will shape and modify teacher behaviour. however, it is argued here 
that professional socialisation involves certain processes: Identifica-
tion, imitation, role playing, which are learned from observation of 
(directly or indirectly), reflection on, and adaptation of teacher models: 
other adults playing the role of teacher. Thus, knowledge of children 
is a vital element influencing the performance of the role, and children 
constitute a group of significant others towards whom behaviour is 
directed; but they essentially represent a role-set group - a r„roup in 
conjunction with which the role of teacher must be played. It is a 
group which has a different function, status and qualitatively different 
composition from that of teacher. 
There is some indication from the interview sample that students* 
reference group orientations change during their three year period of 
college socialisation. This change can be described as a move away from 
a child - to a colleague - orientation and from a college - to a school-
orientation. Thus, students entering college are strongly child- 
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centred and see the educational process as centring largely around the 
children; at the end of three years this child-centredness has been 
modified (but not extinguished) and is partly replaved - in terms of 
judging the success of classroom performance - by an orientation towards 
colleagues. This orientation is concerned with being recognised by other 
teachers as a successful practitioner. Children still remain very import-
ant for the third year students, but other teachers have become much more 
significant than they were in her first year. To be a good colleague 
becomes important in the minds of the students (a concept partly 
generated by experience of school practice in team teaching situations). 
The School is increasingly viewed as a place where adults, as well 
as children, must learn to live together, rather than just as a place 
where the student can enjoy a relationship with her children. If the 
respect of colleagues is to be kept, then children must be controlled, 
noise kept down and procedures adopted which will keep one's fellow-
teachers satisfied. This increasing colleague orientation and the 
relationship between the college and school orientation is further 
discussed in the perspectives section below. 
The citing of children as an important influence in role learning 
does however indicate the difficulty of understanding the socialisation 
process. The specific contribution of the interview sample shows that 
it is possible through the use of questionnaires only to grossly over-
simplify the process. Again and again students were concerned to qualify 
their remarks and to modify the suggestions of one significant other or 
group. They saw fairly clearly the variety of models presented in 
school and in college, and whilst stressing the importance of teachers 
(both supervising teachers on school practice and those who had taught 
them in their own schooldays) they also acknowledged that college acted 
in a multiplicity of ways to provide role models. Thus, it was not only 
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the style adopted by a tutor when in a formal student group, but it was 
also the variety of experiences provided by college - readin, writing*  
discussion, viewing films and videotapes, work in the collee clubs, 
holiday work with children. All these and others were mentioned as 
influencing role learning in some unquantifiable way. What did become 
clearer was that professional socialisation, insofar as it existed as a 
concept for students, meant something different for students than for 
tutors. Students tended to have a highly instrumental view of the 
process* seeing it as one of role socialisation, equipping them with 
skills, techniques and knowledge to operate successfully in the class-
room. Tutors saw it as status socialisation, a. process which saw many 
of these instrumental demands as more suitably fulfilled "on the job" 
in the classroom, or later in in-service education. For tutors, status 
socialisation was concerned with a development of understanding of that 
body of theoretical knowledge rules and principles which, in conjunction 
with the classroom practical skills would result in professional compet-
ence and status. It is this difference in perspectives on the profess-
ional socialisation process which gave rise to much dissatisfaction 
with the college course. 
365. 
Coller:e Socialisation (continued): Development of Perspectives  
(1) Commitment  to teaching as a career  
One of the characteristics of a professional is that he is committed 
to the notion of his occupation as a career (Greenwood, 1957). The 
interview sample was used to investigate the notion of commitment and 
its definition and change durinG the course. At the start and end of 
their course all students were asked to respond to the question "How do 
you feel towards teaching as a career?" The following ficures were 
obtained for the final sample of 105 students:- 
Start of First Year End of Third Year 
Strongly committed 40 (38%) 26 (25%) 
Committed 42 (40%) 39 (37%) 
Moderately committed 21 (20%) 37 (35%) 
Weakly committed 2 (2%) 1 (1%) 
Not at all committed 0 2 (4.,) 
The scale can be criticised on two major counts, first that the 
second and third suggested categories do not necessarily imply a decline 
in commitment, but second, and more important, that no definition of 
commitment is attempted. This latter area was investigated with the 
interview sample in an attempt to bring more precision to the concept 
and to investigate the nature of change in commitment over the course. 
The table suggests that the effect of college socialisation is to 
attenuate the degree of commitment felt to teaching. (Results from the 
original 126 students show no significant difference in commitment from 
starting figures of the remaining 105, the percentages being 37, 40, 
22, 2, 0 respectively). 
It is argued that the evidence from the interview sample,allows 
the process of change in commitment during college to be seen less as a 
reduction of commitment, but rather as one of a move from idealistic 
child-centred commitment to a more realistic or instrumental and 
and colleague centred commitment. It involves a Greater knowledge of 
what the job of teaching entails, a redefinition of relationships with 
children and other teachers, a change in reference group orientation, 
and an increasing concern to resist pressures for a total involvement 
with teaching. This may be seen as amplifying Eason and Croll's (1971) 
finding that during a course of training tutors reported that they felt 
students' motivation to teach grew stronger. 
Students in their first interview expressed a generalised commit-
ment to teaching. This commitment was essentially of a diffuse nature. 
Students tended to define it in terms of strong attachment to children 
and concern to "help" (a word much used by the sample). There was an 
eagerness to express this commitment in action, by getting out into the 
schools and to have as much contact with children. Two interview 
students in particular were characterised by an almost breathless eager.. 
ness to "start teaching". The mature students and those with some 
teaching experience were less openly enthusiastic but they were still 
expressing their commitment to teaching strongly in very general terms, 
mainly centring around the children: 
"Yes, I'm strongly committed to teaching. I enjoy working with 
children, I want to work with children; although I say it myself 
I'm pretty good with children". 
"Well, teaching is just something you want to do, You can't 
spell it out exactly. It's liking children, not in a sloppy 
way. but they're the main reason for teaching aren't they?" 
As was seen above in the discussion of the stereotype of the 
student teacher as "drifter" there is a widespread feeling among the 
students that they will undertake a "fairly substantial" period of 
teaching after leaving college; there is seriousness of intent about 
their commitment. Nonetheless, the general impression gained in the 
first interviews is that there was almost a "rosy glow" in the anticipa« 
tion of the teaching experience. It was difficult to avoid forming a 
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"Miss Read" image of the student sample on entry as they generally 
appeared to see themselves enjoying close, warm, friendly relations with 
their class(es), tempered by a certain self-disparagement and humour, 
but nonetheless based on positive and affectively-charged relationships 
with individual children, but with little appreciation of the difficul-
ties in attaining that ideal. There was some apprehension, but it was 
generally played down. This type of commitment was to be altered during 
the three years, particularly as a result of each teaching practice. The 
importance of the relationship with children would remain but in a more 
precisely defined form, and there would develop stronger commitments to 
colleagues and to the possession and enjoyment of particular expertise. 
In the first interviews there were no spontaneous references to 
"the teaching profession". It did not appear that students felt any 
particular attachment to the profession of teaching, other than in a 
personal desire to become involved with children.questions of status, 
esoteric knowledge, autonomy, or professional evaluation (Jackson, 1970) 
did not arise either directly or by implication in response to interview 
questions. At the entry stage to teaching, students saw their commitment 
in terms of a fairly vaguel defined service ethic expressed as the 
desire to help children. 
The second interview of the first term saw little change in the 
nature of the commitment, but a clearer definition of expectation of 
college had emerged: the College's job in the students' eyes was to 
equip them with the expertise to cope in the classroom, particularly on 
the school practices which were approaching. The pattern of the first 
practice (Group Study, see Chapter 5 above), appeared to confirm the 
students in their original concept of commitment as the practice 
appeared particularly child-oriented. Each student would have a group 
of about five children for the fortnight at the start of the second tern; 
little precise instruction as to how the student was to behave with the 
children was given by staff. The major message the students reported 
gaining from staff was "get to know the children; follow their interests". 
It was to be the impact of the first school practice and the subsequent 
practices which would have the major effect upon level and type of 
commitment. 
The picture emerging from interviews after the first school practice, 
and even more particularly after the second and third year practice, was 
an attenuation of the high level of commitment originally expressed, and 
a re-definition of its nature. Whiteside (1969) has coined the expression 
"reality shock" to describe the impact of initial period of teaching upon 
students. Certainly, the reports of the interview sample confirm this, 
A major effect of their experience in school was to slightly reduce the 
level of commitment. Only in two cases did students claim sharp and 
extensive decreases in commitment. More importantly the effect of class-
room experience was to suggest and define alternative notions of commit-
ment. 
A modification of the "Miss Read" image took place. A major reported 
effect of the practices was to show the students what they felt to be 
their own shortcomings in technical skill to cope with the demands, 
intellectual and emotional, of the children. The commitment with each 
practice tended to become increasingly defined as "recognition of the 
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need c,o do a good job in the classroom by gettinqto learn something" 
(Second Year student). Other students reported: 
"When I came to College I thought children were little angels -
well not really that, but I thought that all you had to do was to 
give them a start and they'd work on their own. I realise this 
isn't so now" (First Year) 
"My main impression is how little I know about controlling kids, 
let alone teaching them something" (Second Year) 
"It wasn't like this at home. We spent Wednesday afternoons in 
the Infants and it was easy - just reading and helping with models" 
(First Year) 
"The job of the teacher is to teach them something. Mine wouldn't 
listen most of the time. They don't concentrate" (First Year) 
"I went into school thinking that friendship and relationships 
were what counted. I still believe this, but know that what I 
need in addition is lots of things to teach them and to know how 
to teach them" (First Year) 
These are selected quotations, the last from a school practice file, 
but they bear out the change which took place, a change which is also 
documented in Chapter 7 and in findings from the ;DI on certain attitudes, 
particularly towards corporal punishment. As the question of commitment 
was raised at interviews during the three years, students increasingly 
wished to say, or in a number of cases were prompted to say, how they 
defined this commitment. The basic commitment to children remained, but 
the "rosy glow" disappeared. Students used the expression that they 
were still committed: 
"But this means going home feeling you've taught something -
and that's what I don't feel I'm doing yet". (Second Year student 
after School Practice). 
This ern be interpreted as the focus shifting from children to 
method; or, more likely, from a single focus, relationships, to a 
multiple concern which included children and knowledge and skills. 
There was a marked shift from an independent approach - the desire 
to get into the classroom and work on one's own, establishing "a real 
relationship" with the children, towards one of increasing instrumenta-
lity and appreciation or depreciation of colleagues' (teachers in the 
schools) skills, and a concern for acceptance and approval by these 
colleagues. 
"Mrs. F (School Practice class teacher) is so good. She's 
organised. She's got one thousand things for the children to do. 
I lust feel lost for ideas". (Third Year) 
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"Mrs. G (School Practice class teacher) scares the children to 
death. They are incredibly quiet. It's unreal and she just 
wants them to learn useless things. I want to get them started 
on individual work but they are so tight it just goes into chaos 
and she steps in. I haven't any confidence". (Third Year) 
"What I want are ideas to keep them quiet and busy" 
"They just run around and don't listen. But they are O.K. 
with Miss H". (Second Year) 
"If only I could create an atmosphere in the class like Mr. T -
he's friendly, but they work and seem to enjoy it". (Third Year) 
The feeling is conceptualised as a desire to acquire and be the master 
of certain skills which will enable the student to "perform well" in 
the classroom (tomorrow or on the next School practice: the time scale 
is a limited one). It also becomes a desire to be "as good as Mrs. F" 
or "not like Mrs. 0". There is a growth towards professional commitment 
in terms of the wish to acquire the expert knowledge thought possessed 
by teachers: 
"How do you teach them reading? I just don't know and what we've 
had in College isn't going to help me" (Third Year student after 
final school practice). 
"School is the place where I've really learned what teaching is 
about. It's exhausting but it's rewarding. I just want to be a 
good teacher" (Third Year) 
"Committed? It means doing a good day's work in the classroom 
and going home feeling you've taught something. That's what I 
mean by being committed to teaching" (Third Year student). 
Possibly because of the very low level of political and professional 
student activity in college there are only very infrequent references to 
the idea of the teaching profession as a corporate body. Commitment 
remains largely on an individual basis, first to children, then to imita-
tion or emulation of other teachers, acquisition of skills, and being 
seen "to do a good job" in the classroom. The third year students, parti-
cularly after their final practice, whilst they are still committed to 
teaching, have tempered their early idealism. They certainly do not feel 
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they are on the threshold of entering a noble profession - the phrase 
called up sceptical or derisory smiles and comments. They are still commit-
ted to children, but on the basis not only of enjoying good relationships 
but also of getting them to learn, cognitively, morally and emotionally. 
Their commitment is directed towards the class or the school, not to the 
abstract entity of "the profession". Teachers Unions are seen mainly 
as insurance policies. There is a concern to teach "as well es" a 
particular teacher encountered on a school practice and, by keeping order, 
"not letting down" other teachers. Commitment means developing and 
improving professional skills which they generally feel they lack. There 
is a growing concern throughout the course to define teaching as something 
other than a 24 hour day, 52 week year commitment, and to establish that 
teachers should have interests outside teaching: 
"For goodness sake, if I'm going to be a good teacher it means 
I've got to get away from it". 
"It's a job. No, jt's not a job like a bus driver's, but it's 
a job. You've got to cut yourself off. You can't live it and breathe 
it". 
"She (the Headmistress of a teaching practice school) expected me to 
spend all my time in the place or thinking about the bloody place. 
Well I can't, I don't, and I don't think I should". 
"Look, most of us are going to get married and have our own 
families. We want to do a good job but this doesn't mean we're 
like nuns". 
"I'm dedicated. That's a word I wouldn't use in the Group (the 
Education Group). It's a dirty word. But it doesn't mean I'm not 
dedicated to other things. My boyfriend. You've got to be interes-
ted in other things. I want to teach. I love teaching, but a life 
of only teaching would be narrowing". 
(All Third Year Students) 
The pressure of outside commitments, particularly planning for 
marriage, appeared to do much to attenuate the ill-defined but near total 
commitment expressed at the start of the course. As can be seen however, 
the notion of commitment itself changed radically, from diffuse child-
centredness towards focussing upon skills and colleagues, but with students 
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never conceptualising this as commitment to a profession. 
The consensus on the wish to teach for a number of years after 
collee, then to return to teaching after marriage and family can be seen 
as a further index of commitment, although the real test could be thou ht 
of in terms of what actually happens rather than expressed predictions. 
This expression of commitment appeared to remain constant throughout the 
three year course. Thus, as in the discussion of the female student as 
uncommitted "drifter" earlier, it would appear that the college students 
did possess a genuine if re-defined, commitment to teachin7,whioh took 
account of the likely life-cycle of the married woman. This finding 
has some support in the report of Smithers and Halltwell (1972) who 
found in a study of 300 graduate or final year students in two colleges 
and one university that over 90 percent of the female students envisaged 
remaining in schools for their whole career. 
(2) The Work Perspective  
Academic/Practical - the evaluation of work demands  
One of the problems facing students upon entry to College is to 
select which demands made upon them by the College staff will have 
priority. Certain demands will be unavoidable: periods of school 
practice must be attempted; children who attend the various College 
clubs will have to be met and brought to and from College; at the end 
of the Course there will be a certain irreducible demand for the produc-
tion of written work. Even these demands however may be tempered or 
met in part; other demands have less apparent insistency or compulsion 
and the student must decide how she will meet them. It is argued that 
the way in which the student copes results in, and is the result of, 
the development of perspectives relating to work. The interviews relat-
ing to "Important Work" represent an attempt to probe the formation of 
these perspectives, 
The first interviews produced a broad picture similar to becker's 
initial perspective: "try to learn it all" The major task of college, 
as formulated by the students, was that it "trill turn us into teachers". 
(Interview 1.1).(1) Investigation of this expectation yielded very 
imprecise knowledge and expectations. There was an awareness that 
"something called Education" was to be studied, together with a Main 
Course subject and unknown parts of the timetable designated "Introduc-
tory Course" or "Part 111 courses" Students expressed keen anticipation 
for all parts of the college course. Some apprehension was expressed 
at the prospect of school practice and the club work with children, but 
the general picture was of eager willingness to come to grips with the 
(1)
The eighteen students questioned were asked "What do you expect from 
the College?" All replied to the effect that they expected to be prepar-
ed for teaching. 
demands of the course. The conception of the course held by students 
might lack clear definition, but the attitude towards it appeared 
positive and optimistic "I want to get started on it all" declared 
by a first year student characterised the early interviews. Thus, the 
initial perspective was a "total" one of keenness and desire to learn as 
much as possible. 
As Chapter 5 demonstrates, the College puts emphasis on the state-
ment "Students take responsibility for their own work" (College 
Prospectus, undated). The effect of this in practice, together with the 
impact of the Introductory Course, produced a disorientating effect 
upon the students. The second interview in the first term produced a 
fairly uniform pattern of replies to the question "Have you been surp-
rised at anything that has happened since you came to College?" 
Students voiced their surprise end regret at both the lack of structure 
in their introductory course and in the apparent lack of supervision by 
staff. 
"We don't get as much guidance as I expected" (Interview 1.2) 
"I don't know what the (Introductory) Course is about" (1.2) 
"I'm not sure how I'm doin6. Apart from Club notes I haven't 
produced anything of my own. It's so unlike School" (1.2) 
"We don't seem to have got down to learning what to do with 
children" (Mature student, 1.2) 
"I don't think any of us have got the han of it yet. I like 
the freedom but some people seem to take advantage of it" (1.2) 
"We are left so much on our own" (1.2) 
It would seem unfair not to balance these comments with the 
comments of the students on what for many of them was a welcome release 
from close supervision. Nonetheless the picture certainly et erg d of a 
rather disorientated student body, working away at various self chosen 
tasks on the Introductory Course (which formed half the timetable for 
half of the first term), cut off from the reassurance of the marked 
essay which had been a feature of their schooldays. The initial "Total" 
perspective was undergoing reassessment because it was not clear to 
students where the College priorities and goals lay: "I'm not sure 
where I'm 	 - or where I'm supposed to be going" 1.2). 
4cLeiah (1970) has claimed that the student cannot gain a full 
view of his College. Certainly, it would be expected that the students' 
definition of her "classroom situation" will be different from that of 
her tutors (.:eland, 1971). The students in their first term certainly 
underwent (as they reported) major difficulties in learning what the 
course was about. In the opinion of several of the sample there had 
been an "abdication" by the College staff of the responsibility for 
teaching then about teaching. This was a minority view as most students 
still very ouch regarded the staff as possessing certain valuable 
knowledge and skills which, in time, they would reveal, initiating the 
students into the mysteries of teaching. 	 Nevertheless at this early 
stage of the course the students were able to discern certain elements 
of the course to which they began to attach different evaluative 
weightings. 
On Lducation and Club work there was still comparative suspension 
of judgement. Work in clubs with the children was still fresh and 
interesting. Writing club notes was becoming something of a chore: 
"..ihe (the child) always does the same thing and I don't really know 
what to look for" (1.2), but it was not unbearable. Further, the 
Education Course held much promise for the students in learnin,:.; how 
philosophy, psycholocy and sociology would help them with their teaching. 
Teaching Practice was not far over the horizon, and students were 
already visiting different types of school. Thus, in the first term the 
hducation course held a certain future attraction. Its objectives may 
not be clear, and no one had asked them to write an essay but there was 
a general expectation of "useful things to come" (1.2) All the students 
however commented on the very marked difference between school and 
college expectations for regularity of written work. 
Me students' main course 	 generally provided a firm prop in 
relating what went on in College with what went on in School. It was a 
distinct subject, its objective was seen as "for our own personal 
development" (1.2), and it seemed to clearly possess a body of knowledge 
and skills which the student could work at and master. sven here 
however, there were some diffiaulties, for, as with Education, formal 
lectures were not a feature of the Course and much reliance was put on 
a discussion method which did not appear to be particularly congenial 
for some of the interview samples 
"I feel so exposed. You are not told as we were at school. I 
know its better, but its worrying too". (1.2) 
"I haven't said anything yet in the group. Its mainly 	 X 
(the tutor) and two or three of the talkative ones" (1.2) 
however, there was a familiarity and a reassuring certainty for 
most of the students in their main course of study. 
Much doubt and uncertainty centred on the remainder of t:ae course. 
For the first half term Introductory Course groups met and worked on a 
topic related in some way to London. This course was the focus of much 
discontent, unrest and criticism both during the course and subsequently. 
"It's just a waste of time for me. I'm a Londoner" (1.2) 
"I can't see what its got to do with teaching" (1.2) 
"I feel I haven't done a thing really. We've been on visits, 
but I can't see the purpose" (1.2) 
"Looking back, I didn't do a stroke in the first five or six 
weeks (6.2) 
A second or provisional perspective, one of personal selection, 
emerged during the first term. :dere, generally, the students worked, 
at what they liked. The offer had been made to them to take responsi-
bility for their own work, and, with the exception of the requirement 
of club notes (weekly notes written after each meeting with the child), 
this is what they reported doing. For over half the interview sample 
this effectively meant doing no written work at all except for club 
notes, and these were often brief in the extreme. 
"Noone seems to bother whether we work or not, whether we write 
things or not. There's no checking." (1.2) 
for the majority of the interview sample then,. the self-set require*. 
cents of the first term became attempting to read as much as possible 
from the long reading lists provided, visiting schobls, and, above all, 
discussion - in the formal groups required by the timetable or in the 
frequent "brew-ups" in students rooms or over coffee or tea. in the 
Buttery or Student Common Room. Most students reported that in fact 
they read very little in spite of their desire to study, because of the 
01easier option" of talking with their peers. Thus, the perspective of 
"personal selection" succeeded quite quickly the earliest concern to 
"learn it all". This selection, it is argued, was made partly on 
genuine preference - and much of it was expressed in social intercourse 
with other students - and partly from the set requirements of the 
course where such requirements existed. however, it is argued that the 
evidence from the interview sample showed clearly that this initial, 
naive perspective and its subsequent self elected work and activity were 
themselves quickly replaced by a perspective which would last throughout 
the course and which can be traced to the impact of the first school 
practice. This final perspective, design ated "academic/practical", 
would characterise the greater pact of the three year course and would 
be confirmed and strengthened by the experience of school practice each 
The striking feature of the first interview of the second term, 
held just after the practice was the unanimity of the students in feeling 
they had been inadequately prepared for the practice (see Teaching 
Practice perspective below). Many of them had enjoyed some parts of the 
practice, but all felt they could have been helped by College much more. 
How far this was an accurate perception, and whether it arises from 
misconceived expectations are major problems in the study of college 
preparation. What is certain is that the impact of the first school 
practice, designed by College as a "gentle introduction" (.education 
_Department circular, undated) to the classroom situation, was, for many 
students, the major event in their first year. given those with experience 
of teaching found "new hazards" (1.2) in the situation as they were now 
"students - without any real position or authority" (first year student., 
1.2; a remark which recurred throughout interviews in all years). 
There was consensus that this first practice had been nervously 
awaited and that it had been "en exceptionally tiring fortnight" (1.2) 
less than eiOrt of the interview sample of ei:hteen had missed some 
portion of the fortnight (mornings only) in school. No detailed 
probing of reasons for absence was undertaken (as it was felt this 
could jeopardize the interview), but this high rate of absence character-
ised all school practices. This fact is interpreted as evidence of 
the major impact the practices have upon students. 
The main differences between what had been expected and what 
happened (.question 2, protocol 2.1) emerged as difficulty of children, 
lack of sustained interest by children, and lack of help from staff. 
Questions 6 and 7 of this protocol were used to probe the students' 
expectation of the staff role, officially described by an undated 
.education Department handout as "students and staff work alongside each 
other on this practice". It emerged that generally students had been 
left free to do as they wished and that where constraints had been 
placed on the work to tackle or the methods to be employed, this was 
mlre likely to have been done by a classteacher rather than by a tutor. 
?here was some feeling of being "lettdown" by staff on the practice: 
"I expected them* I suppose, to be in with us most of the time. 
I don't think I'd like that really, but the fact was we only 
really saw them for the afternoon discussions" (2.1) 
"I saw quite a lot of them in the first day or so, but after that 
they just popped in to say hello" (2.1) 
"My kids were quite well behaved when the tutor or class teacher 
was about, but were devils when I was on my own after the first 
day" (2.1) 
"I loved it, but I don't know how I did. Noone told me" (2.1) 
In developing their replies the students became unsure as to what 
ppecise role they envisaged the staff playing. There was noted in all 
the interview students a struggle between the desire to work entirely 
alone, getting on with work with the children as a separate, isolated 
group,  and the desire for both help and approval. Students reported 
more help from class teachers than from tutors, and were critical of 
the type of approval they were awarded by the staff: 
"You felt that anything would do. It was all lovely" (2.1) 
"What I wanted was to be shown how to get Nary who can't read,'  
to fill up her morning . I want to know how to teach reading 
and other things — not just a smile" (2.1) 
There is of course a balance to this critical picture: 
"It was such a relief to see a familiar face" (2.1) 
"Miss A (tutor) was so good with the children" (2.1) 
Nevertheless the consensus of the sample after this first practice, 
and every subsequent practice, was that they needed to know much more 
about teaching, and that the College seemed almost to have embarked on 
a "conspiracy to deny us knowin  about how to teecht" (First year 
student, 2.1) 
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The result was that the academic/practical perspective emerged 
which would affect the students• behaviour in many ways, but particu-
larly her decisions as to what work was important and whet was not. 
The students, from this first school practice onwards developed an 
increasingly instrumental view of their course. The question they used 
more and more to test the "value" or "usefulness" of a particular part 
of the course was "How much help is this going to be to me in the class-
room?" This actual formulation was used by at least two of the students 
in responses relating to work. It became increasingly the view of the 
investigator however that the test was very generally applied. Certain 
work was classed in the student's opinion as "academic". Here the work 
may be intrinsically interesting to the student, it may be of value to 
her in passing the assessment procedures of the college, but the student's 
test of its relevance to her as a teacher was whether it "would work in 
the classroom". The majority of students enjoyed their Main Course work, 
they often acknowledged what they felt to be its contribution to their 
personal development. Similarly a lesser number enjoyed their Education 
work, but here the test of the academic/practical perspective was even 
more stringently applied. Increasingly the students came to see the 
primary task of college as the production of teachers and this they 
tended to define more and more narrowly. Certain parts of their main 
course and Education courses were of value as being of intellectual 
interest and relating to the world of non-school, but the really relevant 
part of each course for the intending teacher were those contents, skills, 
methods which would help with the next teaching practice or the early 
days of teaching in the probationary year. 
The "academic" work was not without value. Indeed, it was often 
regarded of intense interest particularly where the student felt a 
genuine attachment to her subject or to one of the disciplines of 
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education; but the academic perspective dictated that it should be 
viewed first as having little relevance to the classroom, and second 
that its immediate value was in producing a piece of work which would 
count for assessment. The nature of the college's assessment procedures 
could mean that this latter instrumental valuation was not applied so 
rigorously as when the conventional three, three-hour examinations were 
used. Nonetheless the "academic" work required by the College tended, 
for the majority of students to adopt a slightly unreal appearance: its 
use would be that the student would be seen by her tutors as "playing 
the academic game" (student expression, interview 9.1. q.5). As the 
course progressed, this classification became applied more and more to the 
education course. Becker's final perspective "giving the faculty what 
it. wants" (Becker, 1961) cannot be fully applied to the College situation 
on account of the difference in assessment procedures, but the somewhat 
bizarre element which he points up where faculty demands are treated with 
a mixture of exasperation and amusement was to be found in the interview 
group. 
Club notes and the infrequent education essays became firmly classed 
as academic: 
".,..ve got my club notes to do, I haven't dome them for five 
weeks. They are not important, the whole situation is artificial" 
(3.2) 
"I keep up my club notes but 1 only do it because I'm expected to" 
(3.2) 
"They (Club notes) help me understand the individual. But they 
aren't of help to me in the classroom exceyt in a very general way" 
(6.2) 
"4;4211 I'm doing an essay for Mr. Y (education Tutor). I need it 
so that I've for one on sociology of education to hand in for 
assessment" (3.1) 
"I'm behind with my (education) dissertation. I'm really inter- 
ested in it. (The subject was adopted children). But it isn't 
much help for teaching" (8.1) 
"Theory is alright I suppose. But it doesn't seem to help me 
much on practice" (8.3) 
"Look, you take (Class of 4th Year Juniors). What you want to be 
able to do is to control them and get them working p and them 
liking and respecting you too - well, I haven't found much in 
College to help me with them' (9.1) 
The "academic" perspective could also almost be named "theoretical", 
with the exception that this came to have a pejorative connotation for 
the students (Oh, that's alright, in theory) whereas academic is used 
to imply that the students saw it as having a use and a value but that 
this lay outside of the classroom. As such, much of the main course 
became part of the student' academic perspective, although parts of the 
content of subjects were seen as very directly of practical value for 
the classroom: 
"We're working on a dance-drama. Although its at our level, there's 
an enormous amount you can use in school" (7.1) 
"Much of my history Special Study isn't of relevance for the 
classroom, but some of it is, and it helps to know a lot about 
the (Ronan) period" (9.1) 
The "practical" perspective was applied to resolve what would be of 
value in the classroom from the Education and main course. Its major 
critical application however was towards the Part 111 element of the 
course. These were the parts of the College course other than Education 
and Main Course, and were usually interpreted by the students as "Curri-
culum courses", to give the"know-how" of teaching that particular 
subject in the classroom. As noted earlier the expression curriculum 
courses is directly avoided by the College itself as it fears too 
narrow an interpretation by students as "tips for teachers" (also see 
discussion on role and status socialisation below). That student 
expectation of these courses is that they should be specifically class-
room orientated is clear from the interviews, as is the "practical" 
yardstick by which the students measure then. Certain courses were very 
heavily criticised for not fulfilling what were felt to be legitimate 
expectations, 
"I went along thinking I'd learn now to teach Well, I haven't. 
It was all about concepts" (6.2) 
"It wee a range of speakers who were deed dull. wasn't at all to 
do with school. I stopped L- oin" (6.2) 
"If we don't learn how to teach here, where are we going to learn 
it?" (6.2) 
"We don't seat to learn about teaching in Main Course or in 
gJducation . well, a bit • and I don't seem to be learning much 
about it in the (auxiliary) course" (6.1) 
"They work on the assumption that the kids will be naturally 
interested. Try it at (local school with poor reputation 
among students). What I want is a lot of thins to do to keep 
them at it" (6.2) 
"I enjoyed the 	 course, but it was at my level, and it wasn't 
of help for school" (6.1) 
Again, it is possible to produce quotations which speak highly of 
the Part 111 courses (one, the Physical education course, was consis-
tently praised as providing "lots of techniques" for school use). The 
general tenor of opinions expressed by the interview sample is very much 
as represented by those given. As the course progressed the comments 
Frew more and more frank and the accusation of "being out of touca" was 
increasingly levelled during interviews at a number of the college 
staff. 
hany of the students' comments may seem naive and to be based on 
unrealistic expectations or too mechanical a view of teaching. Nonethe-
less they do fairly represent the consensus of view among the students. 
The students do expect that College is going to initiate them into 
certain skills and techniques which will very directly and immediately 
aid them in the classroom. When these expectations are not fulfilled, 
and when the students are brought up against their lack of expertise 
(as they often were on school practice), then they experience resent-
ment, frustrations, anger and a general sense of being"let down". In this 
context it is claimed that they develop their academic/practical perspec-
tive by which they will order their priorities for work demands from 
tutors. They are most vitally concerned with the "practical", an this 
is what will assist them through the next trying experience of school 
practice. Everything the college course offers them is held up to this 
touchstone, if it does not measure up to the rigorous demand of class-
room relevance it became defined as "academic". As such, it still has 
its value, but the value can be either purely instrumental in terms of 
passing the certificate course, or of long term value to the individual 
without any immediate practical relevance. 
This dichotomous perspective may seem harsh in its application and 
regrettably narrow in its judgement of a course of professional prepara-
tion, The investigator considers that there is excellent evidence that 
it exists,(1)but  also considers it evidence of the fact that students 
(indeed all humans)gan operate on the basis of opposing perspectives by 
recognising the appropriateness of their application in different situa-
tions, or by allocating them to different time scales. The students in 
tais sample recognised the limited nature of their claims upon the college 
staff. They acknowledged the difficulty or impossibility of "getting on 
the inside of a subject" in a term or two. They were prompt to acknow-
ledge what they felt to be their own shortcomings, and showed clearly 
that they thought teachers should be "fully educated people" (9.1) 
(1)The James Report, The Education and Training of Teachers (Department 
of Education and Science, 1972) has suggested a somewhat similar 
evaluation by students of "theory courses" in Colleges of Education. 
Robinson (1971) provides comparable examples. 
havinw access to and understanding of many areas of human experience 
which would seem to have little direct relevance to the classroom. None-
theless they could simultaneously maintain an academic/practical perspec-
tve on the content of their course together with this wider recognition 
of the need for an educated profession (or rather, for "educated 
teachers", as the concept of the profession appeared very little developed 
during the course). Merton has pointed to similar conflicting elements 
in the professional socialisation of student-doctors: 
....medical education can be conceived as facing the task of 
enabling students to learn how to ulenu incompatible or potentially 
incompatible norms into a functionally consistent whole" 
(Merton, 1957, p.70) 
It is felt that the apparent paradox arises from the situation in 
which they find themselves. On the one hand they feel they rs,ave to 
give an excellent account of themselves on school practices, and on the 
other they are exposed to a course of nigher Iclucation which the college 
conceives as genuinely liberal rather than narrowly vocational. The 
students feel, and admit to the feeling, pulled by the apparently conflic-
ting demands of the course: to be good class teachers and also to 
demonstrate a concern for rationality and a search for reasons which 
characterises higher education. They can produce, as do the tutors, 
g00n explanations as to tne fact that the two demands do not conflict, 
that an "educated teacher" will be a "better teacher". But the pressures, 
strains and demands of the practical teaching situation during the three 
years, with the inbuilt factor of supervision and assessment makes it 
difficult for them to keep this syntheSis to the fore. They therefore 
adopt the academic/practical perspective as, it is claimed, a short term 
expedient which will see them safely through college. As such it informs 
other perspectives students develop, and some which flow from this basic 
perspective are now examined. 
College/School perspective - a guide to behaviour 
Closely related to the academic/practical perspective is one which 
may be called college/school. This relates to appropriate behaviour - 
mainly centring around the questions "What shall I say? now shall 
act2" (Becker, 1961) particularly when tutors are present in discussion 
situations or when with children. It is claimed that this perspective 
also develops early in the course, mainly as a result of practical teach-
ing experience. The students increasingly differentiated between what 
they claimed "goes in college" and what "goes in school". At one level, 
chat of dress and appearance, it was fairly easy to visually discern the 
perspective being applied. Periods of school practice would produce a 
general "toning down" (third year student) of appearance. ,_1:e jeans 
and sweaters, kaftans, blankets of everyday College wear would give way 
to more restrained and conventional dress. Although there is now more 
latitude in schools allowed for teacher appearance, there arc still 
strong controls operating in many schools to ensure what is thought to 
be a suitable appearance. During the three years, five of the sample 
reported having pressure brought to bear on them in some way about their 
appearance in school. hone reported similar pressure in College and 
it appears to the investigator that there are no overt constraints on 
appearance in College and very few covert controls. however no school 
practice took place without the juestion of appearance bein raised by 
at least one school. 
It is however, at the level of expression of opinion and behaviour 
that the perspective is of much more importance and raises questions 
about the validity of the -ADZ findings, or, indeed, any paper and 
pencil tests of attitude undertaken with College of Education students. 
It has already been recorded in this study that throughout the course 
the students paid tribute to what they saw as the warm and friendly 
atmosphere of the college, and claimed that independence and individua-
lity were generally encouraged. The findings from the College Charac-
teristics Index seem to confirm this. The dimension "Concern for 
Individuality" records the highest score of all ten dimensions, and 
there was strong agreement that the expression of stronc. personal 
belief or conviction is quite acceptable in the College. The findings 
of the interview sample raise questions about the validity of this 
viewpoint however, for in the second and third year particularly, 
students claimed to exercise their judgement considerably in order to 
avoid clashing with College staff or School staff on what they felt to 
be controversial issues. The College/School perspective con be repres-
ented as a search for consensus within the particular context of the 
two separate institutions. Thus, the students claimed that in discussion 
with college tutors they would deliberately avoid "exposing" themselves 
on issues on which they knew, or felt they knew, that tutors had strong 
and opposing opinions. The came principle would be applied in school 
practice with teachers where the perspective of "safety and survival" 
tended to dictate behaviour to ensure that direct confrontations with 
teachers, which could result in possible failure, were avoided. 
The "College" perspective tended to differentiate between what 
could be said in written work, in formal discussion groups, what could 
be said to an individual tutor, and what could be said in a peer 
group. There was claimed to be an increase in frankness in each of the 
four situations. The considerations which operated to develop and 
control this perspective were those of sanctions and peredeal relation-
ships. In the interview students* discussions the prospect of failure 
on the course was a fairly constant preoccupation, it certainly appeared 
to form a backia.ound to their thoughts, even those who were clearly 
"good". This fear of failure appears to account for much of the students' 
claim to cautious behaviour. Tutors were seen as being the final 
arbiters of passing or failing - both on the theory part of the course 
and the practical teaching. Therefore, the perspective dictated, little 
must be done to arouse the anger or dislike of tutors, even although 
they might be seen as fairainded. They were considered to hold very 
real power in terms of denying access to the certificate - the licence 
to teach. A large part of the tutor's judgement would be on the basis 
of written work and here it was safer to reproduce what were regarded as 
conventional views rather than to jeopardize one's chances: 
"What's the point of sticking your neck out?" (Third Year student) 
This, it was claimed was fairly easy to do in conventional type 
essays or in the special studies undertaken in education. The students 
claimed that the "College viewpoint" was fairly clear and that students 
reproducing that viewpoint or at least, working within its framework, 
would meet with approval. This general viewpoint (Chapter 5) was 
characterised as "progressive" "liberal" "permissive", necessitating 
"following the interests of the child", "child-centredness", "concen-
trating on good relationships, everything else will follow" (all third 
year expressions, 9.1). In terms of specific educational practices this 
meant approval for the open classroom, the integrated day, non streaming, 
vertical or family grouping, no corporal punishment, child interests as 
the basis for the curriculum, the non-authoritarian teacher, strong 
wart' emotional relationships, and strong links with the local community. 
Students argued that whatever their real feelings about the general 
philosophy or the specific practices, they knew that during their time 
in college, they should not be seen to disapprove strongly. If possible 
they should be seen as embracing the ideas and practices. Critical 
appraisal would certainly be asked for by the staff, but the interview 
students felt that such appraisal should always come down on the side of 
the advantages flowing from the practices, rather than their disadvantages. 
Thus the College perspective is somewhat akin to Shipraan's (1966) claim 
for "impression management" among students. Education written work was 
felt to be most "public" in that it most directly counted for assessment 
and that strong views expressed in it would be difficult to qualify. 
The interview students claimed that it was possible to write on issues 
which might be controversial having regard for certain "ground rules" - 
these being the perceived values of the College and the concern to 
become certificated. 
Similarly, in group discussions the same considerations applied. The 
use of assessment proceluces by the College, it is claimed, probably 
added to the use of the college perspective to guide behaviour. In the 
second and third years students increasingly claimed that they felt they 
were being assessed in their groups, in terms of their contributions to 
those groups. They saw their position as doubly exposed for they were 
subject to assessment by their tutor on the one side and to the criticism 
of their peers on the other. It was felt "safe" not to get too deeply 
involved in an argument as it "might be taken the wrong way" by a tutor, 
or might be subject to the scoffing and ridicule of one's peers. Thus, 
again a "safe" line was adopted which for some students issued in action 
as little or no contribution tc discussion for three years (one third 
year student - not in the interview sample - claimed to the investigator 
that she had spoken only twice in an Lducation group during her whole 
time in College). For some students it meant qualifying strongly held 
views if it was felt these were not in line with the tutors. For other 
3 90 . 
students it meant "agreement with the general line" (third year student) 
using only those views which were felt would gain approval. 
There appears in this College perspective to be an element of 
deceit or hypocrisy about which two points must be made. First, some 
students claimed to be well aware of this, arguing they they expressed 
their own view in Education groups fully and frankly, but that other 
students, known to disagree strongly with tutors, never let this disagree-
ment emerge. When interview students were probed on particular issues 
(corporal punishment, streaming, parental visiting were most frequently 
used), it was found that the students would admit to some qualification 
of opinions they had expressed in group discussion. Thus, students 
fairly quickly picked up what they saw as counting for approval in 
college and used this knowledge in their interaction with tutors. 
Second, the interview students tended to assert that "to a large 
extent" (9.1) the college values did in fact reflect their own theore-
tical positions; it was only in difficulties of practical implementation 
that differences arose. 
In individual tutorials, the students argued that much depended on 
"the quality of the relationship with the tutor", and "how well you 
know him or her" (8.1). It was generally easier, students claimed, to 
be more frank in a face-to-face discussion with a tutor than in a group, 
but much depended on who the tutor was and how far he could be relied on 
to honour confidence and to be objective in his judgement. As the inter-
views progressed students increasingly cited members of staff by name 
with whom they felt they could or could not be frank. There obviously 
existed in the student body a popular classification handed down from 
year to year, about the "trustworthiness" of each tutor. 
The impression gained by the investigator however was that only in 
the student group, without tutors present, would the frankest exchange 
of opinion take place, and even here social factors would constrain full 
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freedom of expression. This was because individual students held no 
power over each other in terms of success or failure on the course. 
There was a feeling of "being in the same boat" (8.2) facing common 
difficulties which drew the students together, and in the solidarity of 
the coffee group allowed for open expression of views. This statement 
requires qualification however, for interview students acknowledged that 
it was often best to "take the easy line" in the peer group, by "just 
joining in a condemnation of the College view" (9.1) in general terms 
and not being prepared to probe in detail the assumptions or arguments 
of a particular issue. As the section on student subculture shows, 
detailed analytic discussion of specific educational practices were not 
a feature of student Deer groups; the norm was to eschew this type of 
debate. 
The discussion of the College perspective inevitably raises questions 
concerning the validity of the interviews themselves. If interview 
students argued that it was not possible to be fully open with a tutor, 
what is the consequence of this admission for the investigator's 
sessions with them? The investigator was for the first two years a 
College tutor and thus stood in at least a triple relationship to them: 
instructor, judge and researcher. The question arises as to how much 
reliance can be placed upon the students accounts as, by their own 
admission, they claim to detect the "College line" or an individual 
tutor's "line" and give him what they think he wants to hear or see. 
The investigator, as made clear earlier, is much aware of this difficulty 
and recognises it as a criticism of the interview technique. There was 
a conscious attempt to avoid it be prefacing each interview with the 
statement that it was in confidence, in no way connected with the 
course, for the purpose of research only, and that nothing said would 
jeopardize the students college career. Nonetheless, if this thesis 
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is concerned to argue for the existence of a "College perspective" it 
must recognise that it can have consequences for the study itself. 
The evidence from the RDI and from school practice can however be 
used as some support for the frankness and objectivity of the interviews. 
The early increase recorded in RDI scores is interpreted as a general 
move towards the "college view", but the effect of school practice is 
such as to severely shake the college/school perspective and to result 
in genuine expression of lees open views on teacher's role. This makes 
for a reduction in RDI scores when the instrument is administered 
immediately at the end of school practice (Chapter 7). Further, the 
investigator claims that his training gives him an awareness and sensi-
tivity to the genuineness of response and feels that this genuineness 
characterised the interviews . particularly as the sample progressed 
through the course. Obviously much depends on the investigator's 
quality of judgement and his success in conveying to the students his 
impartiality and "trustworthiness". It is this claim to an awareness 
of the problem which helps to sensitise any researcher, but it would be 
wrong not to admit that there is a real problem of validity of perception 
and interpretation. This section of the investigation is necessarily 
somewhat impressionistic, but the evidence from other chapters offers 
support. In any study of professional socialisation a variety of 
methods must be used and one of these should be a more intuitively 
based, impressionistic enquiry, but its contribution to the whole will 
be eventually judged in terms of how it supplements, supports, confirms 
or synthesises with the evidence from other methods. The existence of 
a theoretical framework in which to work helps, it is claimed, to give 
accuracy to the impressions and intuitions. 
The "school perspective" is essentially of the same quality as the 
colle;e perspective. It guides the student towards behaving and speaking 
appropriately in school. Here, two major constraints are operating: 
first, what the student feels her tutor expects of the practice and how 
he will judge success; and second, what are felt to be ne demands of 
the school. The tutor expectations are translated into action by group-
ing children within the class for work on topics or themes, a playing 
down of a "subject" approach, the need to be seen as friendly and warm in 
riteraction with children, maximum use of wall and window space for 
colourful eyecatching display, individ7a1 and group work rather than 
classwork, and a neat, voluminous file. For the school it generally 
means a much more sceptical attitude towards these practices. 
Thus, when the student is visited by her tutor she is concerned to 
be seen teaching "in the college way" (8.3) Interview students said 
that they quite consciously accepted this - some expressing that this 
was the syle of teaching they favoured anyway, but the majority claiming 
that their personal preference was for a modification (in two cases a 
drastic alteration) of the approach. The school perspective for the 
final three practices then very much became "try to ensure that the 
college tutor sees what he wants tc see" (9.1) 
For the school itself however, students were often faced with the 
problem of coping with adverse criticism of the "Collage view" in the 
staffroorn and in their own experience in the classroom, in close contact 
with their class teacher. The perspective adopted in such cases was 
reported as one of open or tacit disagreement with the Collet-e method, 
using the argument that "we have to do it in this way, because we are 
expected to by the College". 
	 often of course, there was a good 
deal of agreement between the college and school prescriptions for 
practice, but there seems little doubt that a stereotype exists in the 
minds of many teachers of the inadequacy of college preparation and the 
ill-advisedness and "out of touchness" of its educational prescriptions. 
Certainly this critical attitude was much reported by students. The 
investigation of this stereotype is not the subject of this study 
althou7h its roots are felt to lie in the nature of the social relation-
ship with tutors remembered by the teacher of his student days, and in 
the ambiguities and uncertainties which the teacher feels characterise 
the current teacher-tutor relationship. 
For the student, the school perspective is based on the discovery 
that what counts as valid procedures in school are not necessarily 
those which count as valid prescriptions by college. She feels she 
must therefore deprecate, or keep silent on college prescriptions, and 
approve or keep silent on school prescriptions. his would appear to 
be the formula for a good deal of felt conflict within the student 
which could be dysfunctional in her performance of the task. What is 
claimed however is that with the exception of a minority of students, 
most maintain the college/school perspective as a device to enable them 
to operate successfully in both environments. The students' major
problem is in satisfying simultaneously the conflicting demands of 
school and college. This she can do by the device of explaining her 
actions in the classroom in terms of either perspective to the two 
parties involved: 
"To her class teacher: "The college expects me to do a project/ 
teach them in groups" etc. 
To her tutor: "The school expects me to teach them as a class/ 
start more firmly than I intend to go on" etc. 
These explanations, together with an indication that she recognises 
the unsatiefactoriness of the methods she is compelled to undertake, 
will serve to see her successfully through the practice to the satisfac-
tion of both College and School. The division between thought and 
action becomes apparent again, but here this very dichotomy is used as a 
facilitating device to ensure that the course is successfully completed. 
Thus, the College/School perspective could be used to explain the 
RDI score increases registered in the first year and those shifts 
towards liberality noted in the review of the literature in Chapter 2. 
It can further be used to explain the falling off in scores recorded 
by many studies after a period of full-time teaching not a real regress-
ion, but a more frank response to the questionnaires. Completion of 
questionnaires in a college context may be regarded by students as an 
extension of the college course calling for similar responses. 
The perspective develops, it is argued, as a result of school 
practice and from interaction .4ith college peers. It was commented on 
particularly after the first long school practice - the Suffolk practice 
in Term 3. Here, the students were exposed for the first time in their 
course to an extended period of close contact with teachers, and with 
relative insulation from tutors. The four weeks of the practice were 
not only spent in schools but much of the students' spare time was 
spent with the teachers if they were resident in the villages. It was 
found that the comments on the differences between college and school 
prescriptions were made strongly after the first school practice, but 
it was during and after this second practice that the comments became 
markedly uniform, with even students in lighly favourable situations 
concerned to point to the difference in college and school knowledge. 
The sequence it is suggested the development of the perspective 
takes is that a College perspective tends to characterise the first 
term - or even the first two terms. Here, the "view" of college is 
accepted uncritically, or judgement is suspended, or the student feels 
that her own and her peers doubts are unjustified. But with the impact 
of the sustained interaction with teachers from a substantial period 
of school experience, the dichotomous perspective emerges and student 
behaviour in school and college is largely governed by it, and it is 
sustained by the sanctions which tutors and teachers are felt able to 
exercise over the students. 
(3) The Teaching Practice Perspective  
Certain interviews (2.1; 3.1; 5.1; 711) were spent almost exclusively 
in probing the students' perception of and attitude towards school 
practice. Almost no interview passed without some aspect of teaching 
practice being mentioned. A major finding from the study is suggested 
to be the enormous importance which students attribute to the practices 
and the part they therefore play in structuring students' perspectives 
on the course _A teaching. Most see them as a "series of hurdles 
which have to be got over" (third year student, 9.1). They certainly 
represent times of considerable stress for the students and stand out 
as major landmarks in the students* view of the whole course, 
A wide range of reported enjoyment of school practice was found: 
eight out of seventeen third year students in the sample reported 
enjoying the four practices. Upon further investigation this reported 
enjoyment took on something of a Curate's egg character - good in parts. 
"Enjoyment" was not found a. fruitful concept to pursue and helped little 
in understanding what actually happened on the practice. The most 
profitable line of investigation was thought to be the degree of diffi-
culty which students reported experiencing. There seemed to be a 
relationship between this and the tutork* assessment of the students' 
practice (Chapter 7). The work with the interview sample concentrated 
on attempting• to uncover a tentative model which would suggest the 
development of student perspectives on school practice: the experience 
which students considered to be most vital part of their course. 
It is argued that a sequence has been detected which can be 
described and identified as follows on the next page. The perspectives 
overlap but they develop in the order shown and represent guides for 
action on which students base their behaviour. They are related to the 
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Teaching Practice - the development of perspectives  
The Service Perspective 
1 	
[ 	
First Practice Teri 2 
Second Practice Term 3 
.he safety an Survival Perspective 
ire Independent Perspective 
(for some students) 
Third Practice Term 5 
Final Practice Term 7 
Entry to full-time teaching 
Academic/Practical and the School/College perspectives being particu-
larly concerned with the practical and school orientations of these 
perspectives. 
The initial perspective, "Service", is characterised by idealism 
and an attempt to put into practice with a small group of children on 
the first practice, or with a class on the second, what is seen as the 
"College view" of teaching reported above in the discussion of the 
Academic/Practical perspective and in Chapter 5. The result for 
students interviewed is that: 
"It doesn't work - or at least, for me it doesn't" (5.1) 
"I'm not ready to do it. You can only do it when you are an 
experienced teacher - when you've got control" (5.1) 
Interview 2.1 concentrated on the first school practice, Group Study. 
Irrespective of the schools in which they had undertaken the practice, 
or the tutors who had supervised them, there was very strong consensus 
of feeling in the students evaluation of the practice. The findings 
from the interviews given below conveys the students' impressions. 
Eighteen students were interviewed. 
Question Did you enjoy the practice? 
a) Twelve students reported a mixture of feeling - some parts were 
enjoyable, some parts were not. 
b) Two reported enjoying the practice. 
c) Four reported definitely not enjoying the practice. 
question 2 Can you pinpoint any differences between what you expected 
and what happened? 
a) Fifteen reported 	 that the children were much more difficult 
than they anticipated (both in terms of control and of sustained 
interest) 
b) Fourteen reported experiencing difficulty in keeping children 
occupied throughout the practice. 
c) Lleven reported being surprised at lack of direct help from staff. 
uestion L5 What were your impressions of the children in your group? 
a) All reported liking the children in their groups. 
b) Fifteen referred to finding them much more difficult to control 
and teach than anticipated (Probing revealed that this tended to 
mean that one or two children out of five or six gave the student 
discipline problems). 
c) Thirteen students reported on the apparent influence of parents, 
neighbourhood or mass media in inhibiting learning and motivation. 
Question 4 How much preparation did you do for this practice? 
a) Fourteen reported doing a good deal of preparation before the 
practice. 
b) Ten reported that the practice was so tiring that they found it 
increasingly difficult to prepare as they felt they should. 
c) Six reported doing virtually no preparation over the weekend of 
the two week practice because of feelings of tiredness and a desire 
to get away from all thoughts of school. 
4uestion 
	 Can you describe what you think you learned about teaching 
during this practice? 
a) Fourteen reported on how physically and mentally exhausting they 
found it - stressing the fact that "real teaching" would not be 
like the practice as they could pace themselves much better. 
b) Twelve stressed the need for discipline, control or social distance 
(The expression "I was really too friendly and they tended to take 
advantage" characterised these replies). 
c) Seventeen reported feeling unprepared for teaching, and stressed 
their personal need to acquire skills and knowledge to use in the 
classroom. 
d) Thirteen reported learning little from college tutors of direct 
relevance to the classroom. 
e) All students reported learning comparatively little from other 
students, but stressed they gained emotional support from them. 
f) Nine students reported learning from teachers in the school, but 
nearly all reported having fairly limited contact with school staff 
on the practice. 
Question 6 how much contact did you have with Tutors during the 
practice? 
All students reported regular discussion meetings ..fith some tutors 
during the practice, but fifteen reported that contact with tutors 
in the classroom was less than expected. 
uestion 7 How do other students feel about Group htudy? 
a) Seventeen reported that most students felt that practice had been 
a stressful period. 
b) Eleven reported student dissatisfaction with help given by college 
tutors. 
c) Twelve reported some feeling of disillusionment among students 
(impressed in terms of the need for more discipline/control than 
had been thought). 
question S Did you miss any part of the practice? 
Eight students(44 per cent) reported missing some part of the 
practice. A variety of reasons were suggested voluntarily by 
students but were not probed by the investigctor. 
Thus, the view of this first school practice, az reported in 
the Academic/Practical perspective above, is seen to be of crucial 
importance in the teacher role—learning of students. Its impact was 
such as to ensure some redefinition of the students' perspective on 
practice teachin7, movinr away from idealism to a harder, safety 
first view of school experience in college. It is a perspective 
concerned with surviving the practice rather more than with treating it 
as a )rogressive step to acquiring professional competence. 
The idea of going into the classroom as the servant of the children, 
someone who will gently guide and help them to learn, a friend and a 
confidante, becomes severely attenuated by this experience of the first 
school practice. The impression is confirmed and strengthened with 
subsequent practices. Meeting children and teachers, together with 
the "reality shock" (Whiteside, 1969) of the classroom brings home to 
students the difficulties the great majority of them will experience 
on future practices. For all there is the seen hazard of assessment 
to be overcome. Tutors will visit the school to observe the student 
in action and will grade the student on what is seen and heard. 
From experience then, the student generates a second perspective 
on school practice, which is "to survive and play safe" (5.1). This 
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perspective is applied particularly to the second year practice taking 
place in schools in South and East London. Survival means getting 
through without excessive emotional upset and to the satisfaction of 
the tutors and teachers. It therefore implies "learning the rules of 
the game" (5.1), by which tutors and teacher are thought to operate. 
Phis expression is a conscious formulation of what most students appear-
ed to do intuitively. Ale preferences of College and of individual 
tutors are felt to be fairly well known, and there is a large body of 
student folk-lore upon which to draw both for general guidance and for 
specific details of what individual tutors preferred. Schools are 
more of an unknown quantity, but the serial nature of the socialisation 
process (Wheeler, 1966) ensured that there was always in college a 
cohort of students who had had experience of the schools and whose 
knowledge could be tapped about heads, individual teachers and, in 
some cases, classes. As the Final School practice in term seven took 
place in the same group of schools, similar considerations also 
applied in this practice. 
Thus, the students entered schools for their third and final 
practices in terms five and seven with a good deal of knowledge to 
guide their behaviour. "Safety" meant fulfilling significant others' 
expectations - giving both tutors and teachers what students felt they 
wanted - and not attempting something which it was known would incur 
displeasure. As was seen in a discussion of the School/College 
perspective, students could to some extent play off tutors and teachers 
against each other by pointing out the different expectations to which 
they (the students) were exposed. An acknowledgement of the legitimacy 
of each party's expectations and an attempt to show that the student 
was conforming to their safety and survival process, and students 
.'sported a large variety of devices to neutralise criticism and to 
fulfill such expectations: 
Tutors: 
"she came in at a terrible moment, so I took her to a. group 
and said she had to help them" (3.1) 
"I asked if I could come to see him after school as I had 
problems. The thing to de is to admit to problems and ask 
for help. Most students don't like doing it" (5.1) 
"I covered the place, floor to ceiling with their (the children's) 
work. Whatever it was. This is a lot of what you're judged on" 
(5.1) 
"I hated my file but I knew he always asked for it, so I really 
did a good one" (5.1) 
"I said she'd (the tutor) come to listen to the story. They 
(the children) behaved marvellously" (7.1) 
"Mrs. T (class teacher) didn't want me to rearrange the desks, 
so I couldn't could I? This is what I told Mr.Y (tutor) and 
he went to see her" (7.1) 
"Mrs. 	 (teacher) already had a project going so it was difficult 
to start one of my own. This was why it didn't go very well" 
(School Practice file, second year) 
"I seem to have spent all my time on this diplodocus (constructed 
as a large mural of egg boxes, paint etc.). I don't seem to have 
done much else. But this kept them busy and anyway it looked 
tremendous. Mr. X (Tutor) thought it was great" (5.1) 
Teachers: 
"I told her college said(1)I had to do a project. (5.1) 
"he (the teacher) was so fierce with the children. I didn't dare 
relax because I knew they would take it out on me. I had to be 
stern until almost the end of the practice" (;,.1) 
"I said I had to get them going on measuring thins like the lien 
and classroom. We had to do lots of graphs and things. College 
expects it" (5.1) 
(1)As far as the investigator knows - from a six year experience as a 
College Tutor - the College does not insist upon a project being 
undertaken on a school practice. But as Chapter 5 makes clear, 
students can be forgiven for Gaining the impression that certain 
procedures are standard and desirable. 
"I've just got to take them as hrs. i (teacher) does. College 
says we have to fit in and thats what I'm doing. It would 
create a terrible fuss to try to start altering things" (3.1) 
"Mrs. 3 (teacher) is so critical of college. I just kept quiet 
and got on with it" (8.1) 
The perspective appeared to issue in action in the classroom in 
students attempting to maintain greater social distance between 
themselves and children than in their first practice. Further, there 
was a concern to ensure the children were constantly occupied in 
order to minimise (as seen by the student) problems of control. The 
age of children was a factor which apparently qualified the applica-
tion of the perspective as students reported they felt they could 
relax more with younger children, but this appeared to apply to very 
young children only - generally the reception classes of infant 
schools. The development of the safety and survival perspective is 
illustrated by interview students' replies to a similar set of ques-
tions after the second and third practices. .;ighteen students inter-
viewed in each case. 
Second Practice (Suffolk) Interview 3.1. 
.question 1. Did you enjoy the Suffolk teaching practice? 
a) Twelve reported enjoying the practice. Upon probing much of the 
satisfaction derived as much from non-school as school experiences. 
b) Only one student reported definitely not enjoying it. 
c) Five reported a mixture of feeling. 
d) Twelve students reported that they were much concerned about the 
possibility of failing the practice. 
question 2. Can you pinpoint any differences between what you 
expected and what you found? 
a) Nine students reported finding children less difficult than they 
expected. 
b) Light reported they were surprised that they enjoyed the practice(t) 
,Jtestion 3. What were the children (and teacher) like in your class? 
a) Fourteen students commented on the difference between their 
London experience and their Suffolk experience. The Suffolk 
children were seen as rather easier to control, but still often 
presenting quite formidable problems. 
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b) Thirteen students reported getting on well with their teacher and 
adapting to their methods of teaching. 
A;uestion 4.  what did the school seem to think that College should be 
doing to prepare you for the practice and to help you during the 
practice? 
a) Fourteen students reported "quite strong" criticism of college 
preparation. 
b) Fourteen reported "quite strong" criticism of help given on the 
practice. 
c) Class teachers were reported as far more critical of College assistance 
than Heads. 
d) All students reported that teachers expected College to provide 
specific instruction in skills and techniques of teaching. In 
primary schools it appeared that all teachers expected students 
to enter with a fund of college provided ideas and approaches. 
question 5.  How often were you visited by a tutor? 
a) Sixteen reported an average of a visit each week. 
b) Tutors' reported time in classroom varied from "two minutes" to 
"a whole morning". Twenty to forty minutes appeared typical. 
c) Eight students reported getting "direct help" from tutors (but four 
qualified this by claiming it was not really enough or specific to 
the problem in hand). 
d) Six students reported getting "no real help" from tutors on the 
practice. 
e) Thirteen students reported that they were glad to see the tutors 
but felt they could have been helped more. 
f) Eleven students reported some feeling of apprehension of anxiety 
in connection with the tutor's visit. 
:4uestion 6.  What do you think you learnt about teaching? 
a) Fifteen students reported learning a good deal from their classroom 
teachers. (Three of these reported learning in a negative way -
"how not to do it"). 
b) Light reported learning from tutors (See 5c above). 
c) Nine reported that they were "harder" towards children on this 
practice than on the first practice (This was stated in a number 
of ways, mainly making the contrast with Group Study, stressing 
the need for firmness, directness, narrowing of choices and 
"keeping a little remote"). 
,uestion 7.  how do other students feel about the Suffolk Practice? 
a) Fifteen students felt that students generally agreed it was rather 
easier than the first London practice. 
b) Eight reported that students enjoyed the practice. 
c) Nine reported that much satisfaction derived from the non-school 
factors associated with the practice (village-living, summer, 
evening and weekend social trips). 
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question 8.  Are there differences between the London and Suffolk 
Practices? 
a) See 7a above 
b) See 3a above 
c) Ueven reported finding major difficulty in handlihi: a class for the 
first time. 
d) Nine felt they had done well on the practice (better than on the 
London practice). 
e) Ten felt they had no indication from College as to how they had 
done on either the London or Suffolk practices. 
question 11. Did you miss any part of the practice? 
Twelve students (sixty-six per cent) reported missinL some 
part of the practice. (The interpretation of this finding 
is complicated by the fact that students were permitted by college 
to take the odd day during school time to visit places of interest). 
It is felt that in the replies it is still possible to detect some of 
the idealism which characterised the students' approach to the first 
school practice. This is probably attributable to the undoubtedly more 
favourable conditions in which the school practice is undertaken. 
however, the pattern of responses to the second year practice in Term 5 
shows that the Safety and Survival perspective characterises tiO students' 
views. 
Second Year Practice. Interview 5.1. 
tzestion 1. 
a) Thirteen reported mainly not enjoying the practice. 
b) Two reported enjoyment. 
c) Three had no strong feelings either way. 
d) Anxieties were reported on two major counts: the problems of 
discipline and the possibility of failure, 
(Luestion 2. Can you pinpoint any differences between what you 
expected and what you found? 
a) Fourteen students reported that the practice was more difficult 
than they expected. Most had expected problems with the practice 
but these proved rather more than expected. 
b) Much stress Was laid on the control problems of individual children. 
c) Nine students compared the practice with Suffolk, stressing the 
comparative ease of the country practice. 
d) Six students reported having to do less imaginative and adventurous 
work than they wished to do - because of difficulties with children. 
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',.uestion 3  how often were you visited by a tutor? 
a) The range of reported visits ranged from four in one week to two 
only over the whole four week practice. Generally students were 
visited about four of five times during the practice: once or 
twice by an Education Tutor, the remainder by a School Tutor. 
0 There was much criticism of the role of tutors. Again, lack of 
specific classroom oriented advice was often cited. Nine students 
reported little direct help from college, nearly all students (16) 
felt they could have had much more help. 
c) Tutors' reported visits ranged from ten minutes to about an hour. 
Typically, about half an hour appeared to be the length of time 
spent by tutors in the classroom. 
Question 4.  What was the attitude of school towards you and towards 
College? 
a) Seven students reported being made welcome by their schools. 
b) Six reported feeling that their School did not really welcome them. 
c) Twelve students reported a strongly critical attitude towards 
college existing in their schools. Criticism emerged as lack of 
preparation and lack of appreciation of the practical problems of 
the classroom on the part of the College. 
d) Fourteen students reported school taking a "harder line" towards 
children than college apparently did. There was, in school, a 
critical attitude towards what were seen as unrealistic prescriptions 
based on lack of understandinL of the; nature of cllildrengs 
motivations. 
Question 	 Did your head/Class teacher criticise the college during 
the practice? 
See 4c above. 
uestion 6. What have you learned on this practice? 
a) Sixteen students stressed the value of firmness, organisation, 
restriction of choice in interaction with children. Contrasts 
were often made with the Group Study and Suffolk practices and in 
the investigator's view the problems of discipline and control of 
children were uppermost in the minds of all interview students. 
It was in this interview that the Safety and Survival perspective 
emerged most clearly with these sixteen out of eighteen students 
stressing the need to ensure that in order to pass the practice 
and to satisfy the demands of both school and college, it was very 
necessary to restrict children's behaviour in the classroom. 
b) Eleven students reported significant learning from teachers, partic. 
ulorly in the area of skills and techniques. 
c) Six students reported significant learning from tutors. 
d) One student reported significant learning from other students (Cn 
probing, this was found to be help in art and craft work). 
Question 7.  Have any of your attitudes changed as a result of the 
practice? 
a) Nine students reported that they saw themselves as having become less 
child-centred and more teacher-centred, particularly over the issues 
of punishment and streaming. 
b) Six students reported their views on corporal punishment had hardened 
as a result of the practice (A typical response was "I still don't 
believe in it, but I just don't see how to avoid it all the time -
especially if the teacher does it"). 
liestion 8. Who was the major source of help to you on the practice? 
a) eleven students reported that class teachers were of most help, 
particularly over how to deal with individual children and how to 
teach particular topics. 
b) Two students reported tutors as major help. 
c) Five students could not identify one major source of help. 
question 13. How many days of the practice were you not in School? 
fen students(55 per cent) reported missing some part of the practice. 
The survival and safety perspective played a larae part in all 
school practices following Group Study. It must be understood that this 
is a perspective suggested by the investiaator as an explaining device 
for behaviour. It would be wrong to assume that students used it to 
consciously manipulate tutors and teachers as the selection of quotations 
may sugest. however, there is little doubt that students did view the 
practices as major obstacles to be negotiated. If practices were 
enjoyed this would be for most students an unlooked for bonus. Certainly 
students enjoyed being with children; this was, as has been shown earlier, 
a major part of their motivation for coming, to college. 3ut the nature 
of this liking for children underwent somethin of a change as a result 
of school practice, for not only could tutors or teachers stand in the 
way of certification, so also could the children. For one third year 
student it took an extreme form: "it was me or them" (Fortunately 
they both survived with little apparent harm). 
This viewing of the teachinc practices as obstacles to be overcome 
to ensure certification led then to the formulation of the "safety and 
survival perspective". There was, it is felt, no real element of 
deceit, but students did report attemptin' to ensure that their behaviour 
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would "fit" with what they thought expected of them by school and 
college, and they were very concerned to maintain order among the child. 
ren both for better learning and to ensure successful completion of the 
practice. A good deal of what was reported done in the classroom was 
suggested as being done as a result of felt expectations from school or 
college, rather than from personal conviction. the picture emerged of 
many students not really knowing what they were doing, but attempting to 
fulfil what they understood to be the prescriptions of school or 
college. At the same time students attempted to ensure that the class-
room situation did not get out of control by "playing safe" in the 
demands they made on the children, a process whicu meant in practice, 
following the class teacher's methods and procedures, but havinn some 
regard to known college requirements. 
Out of this, it is suggested, grew for a number of students (but 
not it it felt, for the majority) an "independent perspective" on 
school practice. This ndependent perspective represented increasing 
confidence arising from greater knowledge of children and a growing 
repertoire of teaching techniques. Third year students, although report- 
inr on the "traumatic effect" of final school practice, also ended to 
show far greater Saith in their own judgement and showed man:/ gore sights 
than had been evident in the second year practice of questioning openly 
the demands which were made on them. In some ways it can be construed 
as a more realistic redefinition of the earlier "service" perspective, 
because students were now less determined to "play safe" by obeying the 
"rules". They were still greatly pre-occupied by the threat of failure, 
particularly at this crucial point of final school practice, but there 
were indications that more signs of the "professional" teacher were 
emerging in the students' greater autonomy in selecting method for 
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herself. This process was by no means felt to be complete and the 
characteristic attitude of outgoing third year students was to admit 
how little they felt they knew. Nonetheless, there was in the investi-
gator's judgement, a genuine shift for a number of students during the 
third year practice away from the "survival and safety" perspective 
towards a more autonomous position where the student felt :uided more 
by a set of rationally derived principles than by the often irrational 
appearing and conflicting demands of school and college. 'fills is 
interpreted as a move towards a more genuinely professiitnol position. 
The investigator's judgement however is that only five or six of the 
interview sample, and a similar thirty percent of all students probably 
had developed such a perspective. 
For most students the safety and survival perspective continued to 
characterise the third year practice. Responses to certain questions in 
interview 7.1 demonstrate this. 
uestion 1. Are you enjoying school practice? 
a) Lleven students reported that on the whole they were not. 
Reasons centred around difficulties of discipline and control 
and the length of the practice. 
b) Three students reported they were enjoyin 
Aisetion 2. Can you pinpoint any differences between what you expected A4. 
and what you found? 
Thirteen students stressed few or no differences between expectations 
and reality. Their expectations related to the difficulties of the 
practice - these they generally found to be fulfilled: 
.,liestion 5. What do you think you have learned about teaching? 
a) Eleven of the students appeared to be firmly operating on the 
safety and survival perspective as their replies stressed idle need 
for caution, following teachers' methods and prescriptions with 
little need to "put on show" for College, the importance of surviv-
ini: from one day to the next, the lack of future planhinG, and a 
reliance on traditional authority to ensure work was done. 
410. 
b) Twelve students reported teachers as significant sources of 
learning for classroom procedures. 
c) Five students reported feeling they could now be much more relaxed 
in the classroom, but all five reported that this feeling decreased 
towards the end of the practice due to the length of the practice 
and the felt pressure of assessment. 
.question 8.  have any of your attitudes towards teaching chanced as a 
result of this practice? 
a) :eleven students reported that their concern for control of children's 
behaviour had increased. 
b) Four students reported an i.icrease in favouring corporal punishment - 
but all acknowledged that 	 theory - they felt this to be wrong. 
,,uestion 9. Who is the major source of help to you on this practice? 
a) Twelve students reported class teachers as most einificant sources 
of help. 
b) Three students reported tutors as most significant sources of help. 
c) Five students (including 2 in (a) and 1 in (b) were concerned to 
stress that although they had received help, they felt they were now 
much more able to undertake school practice without sole regard for 
local circumstances - school or collegO. 
Two further measures support the suggestion of movement towards a 
more independent perspective. students were asked how easy they found it 
to think of themselves as teachers. The points at which the question wcs 
put and the resulting percentages are shown below: 
Numbers: Terms 1 	 9 Percentage of students 	 Percentage 	 of students 
entire cohort. Other havin, at least moderate findinc it "difficult" 
terms, interview 	 confidence in seeing 	 or "very difficult" 
sample. 	 themselves as teachers. 
Term 1 (n=126) 
	
SO 	 20 
Term 2 (n=17) 	 76 
	
24 
(First Practice) 
Term 3 (n=18 	 72 	 2c 
(Second Practice) 
Term 5 (n=18) 
	
66 	 34 
(Third Practice) 
Term 7 (n=17) 
	
'2 
(Final Practice) 
Term 9 (n=105) 	 92 
With the exception of the first and last term, all the "soundings" 
were taken during or immediately after school practice. What is argued 
is that they demonstrate the existence of the development of the three 
posited dimensions of the perspective: confidence in the first term 
giving way to uncertainty in the first three practices. The impression 
.gained from the interviews is that students see the need for manipulation 
of teacher and tutor impressions and feel constrained to behave as they 
feel these others wish on school practice. However, the final practice, 
although strongly influenced by the safety and survival perspective 
does appear to represent a movement towards a more confident and indepon. 
dent position. 
Second, when third year students were asked (Interview 9.1)to look 
back over the course and to say which they felt to be the "most important" 
practice, they unanimously chose the third year practice as of most 
importance. The reasons given tended to fall into the pattern that it 
was "less artificial" than other practices, being almost an entire term 
long; that they felt more like members of the school staff than on 
earlier practices (although three students felt they were treated by 
schools less well than on earlier practices); that they learned more 
about teaching; and that they felt more confidence than on earlier 
practices. 
Such discussion illustrates the over-simplicity of Harslandos (1970) 
approach to the question of identity crystallisation. such probing 
cannot be undertaken by his method of analysing the responses to a single 
item on a questionnaire. It is clear from this study that the majority 
of students are able to visualise themselves as teachers before entering 
college. The process of professional socialisation is suci, as to give 
sharper focus to this identification, but also to expose the student to 
experiences during her training which cause her to question her identifi-
cation and commitment. The outcome however appears to be stronger and 
more general identification. 
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4. Role ex ectations - views on •unishment 
Chanes in role expectations as measured by the Role Definition 
Instrument are analysed in detail in Chapter 6. With the interview 
sample however it was decided to investigate one particular aspect 
01' teacher behaviour, that relating to corporal punishment. The 
findings illuminate the RDI result. Item 34 (A teacher should be 
allowed to use corporal punishment) produced a remarkably consistent 
croup score on each of the four applications of the Instrument during 
the course, no significant differences bein recorded between any 
year. The effect of final school practice was to depress the RDI 
item score considerably, a decline which was reversed on the final 
administration at the end of the third year. There was a considerable 
range of opinion among the cohort of students. 
The interview sample confirms that a wide range of opinion exists 
but, more importantly, it demonstrates the difference between 
expressed attitude and practice which is not apparent in the RDI 
finding. The investiator recorded the corporal punishment scores 
of each member of the interview sample and had these available at 
each interview. There appeared to be quite a high level of consistency 
between the RDI response and the initial response to the inyterview 
qua's-Lion "have you a particular attitude to corporal punishment?" 
rnose who had recorded strongly disagreement with the RDI item again 
stated they were strongly against its practice, those who were 
"uncertain", a gain tended to state they were "not sure". 3ubsequent 
discussion and elaboration however revealed major qualifications to 
the stated position. 
At the early interviews just over half the students generally 
took a strong line against corporal punishment, often recounting 
stories of their won experience in schools: it was a brutal and 
brutalising process; it did no good; the student felt she would be 
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unable to administer it — indeed would refuse to do so. Five 
students agreed with the practice, seeing it as "regrettable but 
necessary" (1.2) The effect of the three year course however 
appeared to be a general move towards acceptance of the inevitability 
of the practice, particularly for young children. The lone 
discussions with interview students on this topic revealed the 
coeplexity of attitude which exist. What is claimed is that the 
interview sample experience demonstrated to the investigator that it 
is possible to hold two apparently conflicting opinions simultaneously, 
to recognise the paradox of this situation, but nonetheless to 
operate on the basis of both, using first one, then the other as 
justification for action. Thus students could argue i was "wrong 
in principle", and simultaneously argue that it was "necessary" or 
of "value". (6.2) 
By the third year, all but one of the interview students, 
irrespective of their stated. attitude towards the "rightness or 
wrongness" of corporal punishment, were saying that they would, under 
sore circumstances, use it as a method of discipline and felt it 
justifiable. Much discussion centred upon what was corporal 
punishment and "how you see it" (8.2). A "quick slap" on the hand 
or legs of an infant or junior child who had been bullying another 
child was seen as "natural and necessary" and "hardly counting" as 
corporal punishment. The third year students particularly could 
rarshall a battery of reasons in support of the practice. 
"We learn in the course that there are some things a youngster 
can't understand. Veil, he can understand a slap. He connects 
it with what he's doing, sees that it's bad, and stops doing 
it". (8.2) 
"Tell me of a mother who doesn't use it. You've just ot 
to". (8.2) 
"It may be rare, once in a thousand times, but you've got to 
be a saint to get through a year without doing it somehow". (8.2) 
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"It's natural, it's instinct. I know I should reason it out, 
but it seems quicker and I feel its more effective". (3.2) 
"I came in the room and there he was poking at the jerbil with 
a stick. So I slapped him and said "how do you like it?" (7.1) 
"The class teacher does it". (7.1) 
"I was exasperated". (8.1) 
"They expect it". (8.1) 
"The parents use and expect it". C.2) 
On school practice the official rule of college (and presumably 
of all schools) is that students may not administer corporal punishment 
under any circumstances. In practice, many of them (fifteen out of 
eighteen) admit to having used it in some form in primary schools, but 
that it rarely comes to the attention of the College Tutors. 
There are certain trends in the attitude to corporal punishment 
which may be detected froir: the findings of the interview sar:ple. 
First there is a real difference (not revealed by the hDI finding) 
between its use in primary as against secondary schools. The RDI 
suggests that students do not differentiate between the use of this 
sanction at the two levels. The interview sample were unanimous in 
feeling it was, if used, more appropriate for younger children. The 
feeling was that older pupils were more amenable to reason, that it 
was more of an affront to their personal di:nity as adolescents, and 
that the a. ;e gap between teacher and pupil was often such es to make 
it inappropriate. For younger pupils it was seen as "more natural" 
and students who argued that the practice was morally wrong would 
qualify this position by stating that it was a line of last resort 
which had to be used when reason failed. 
second, all students were very firmly against the ritualisation 
of corporal punishment. One student* consistently throughout her 
three years agreed strongly with the practice (in both primary and 
secondary schools) using a variety of arguments to justify her position. 
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This student however joined with the others in condemning what she 
called "the public execution". If it were to be used as retribution 
it should be swift and sharp, to be done as quickly as possible and 
"in the heat". She recounted stories of public caning (of boys) she 
had seen, or heard of, in her own school, and strongly condemned the 
practice. This condemnation was the view of the entire sample. Thus, 
at this level it is clear that for the sample, and, it is thought, 
for the entire cohort, there was very strong disagreement with the 
practice. 
The third trend is that through the course the students came 
to differentiate more and more finely between occasions when the 
practice was justified and when it was not. In the early interviews 
few attempts at classification of offences were adduced, but by the 
third year a :airly consistent and clear pattern had emerged: that 
it was never appropriate in instrumental aspects of the role - a pupil 
should never be punished in this way for poor work. Where it was 
considered appropriate was in the expressive aspect of the role - to 
deter bad behaviour, to act as retribution for that behaviour or 
(for one student) to positively teach good behaviour(1). For the 
students, "anti-social behaviour" was increasingly used as the 
appropriate occasion for punishment, particularly bullying or 
unprovoked attacks on other pupils. Two students claimed its effect-
iveness as a control for temper tantrums (but not, on probing, as a 
cure). 
Fourthly, the control aspect was stressed. Fewer claims (only 
the student mentioned earlier) were made as the course progressed for 
its effectiveness as a cure for bad behaviour. It was viewed 
instrumentally as a device for "ensuring he doesn't upset the others", 
"for maintaining order", "as an ultimate deterrent" (8.2). At the 
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start of the course many claims were made for corporal punishment as 
a learnin7; device, "It shows him that he's wrong", "it will teach 
him not to do it next time". "It does them good" f1.2). The effect 
of the College course seems to be to reduce these claims and to brine 
the students to the point where they see it (however rarely used) as 
a practical device for classroom control. Many could argue cogently 
against the practice, but would finish with the "inevitability" 
argument: "The practicalities of the classroom situation are such 
that you can hardly avoid using it now and again" (8.2). 
Finally, the second and third year students were characterised 
by their increasing concern to clarify what was to be counted as 
corporal punishment. They saw it as a continuum extending from the 
nudge or shake or push aa "an encouragement to hurry up" to the 
ritual use of the cane on the backeide. Individual students would 
draw their own line as to what counted as corporal punishment where 
they thoaL;ht appropriate and legitimate. Leaitimation was accorded 
only to moral offences. Appropriateness was seen as direct contact 
by the teacher's hand without use of cane or ruler or other instrument 
and only on the hands or calves of younger children. 
The interview sample then, reveals the complexity which is 
obscured by the RDI finding. Only one interview student wc.t; firmly 
against corporal punishment in any form whatsoever (8.2). All the 
others admitted to its use as a legitimate sanction in certain 
circumstances. The effect of college socialisation appears to be to 
move students away from an idealistic stance on this issue, being 
willing to apply the same principle in all cases, and towards a slightly 
more favourable view of the use of certain forms of corporal 
punishment in particular circumstances. This change, it is argued, 
stems largely from the experience gained during the students' period 
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of school practice. It would be unwise to interpret the shift as 
more towards a less radical position, but rather as an increasing 
awareness of the complexity of the dilemma central to a reconciliation 
of thought and action. 
It is difficult to use the term "perspective" in this context, 
as it applied to one particular aspect of teacher behaviour and 
student expectation. Certainly teaching is a problematic situation 
and students do develop "co-ordinated views and plans of action" 
(Mead, 1933) to cope with it, but in respect of corporal punishment 
the "co-ordinated view" includes inconsistent elements which themselves 
form part of that view. 2he general conclusion from this small 
investigation is that when students finish their college course, they 
feel an apparently inevitable tension between What they feel to be 
correct and how they know they have acted and will act. 
5. Me view of the socialisation process  
irom the interview sample it can be suggested that staff and 
students are distinguished by different perspectives they hold on tae 
process and the outputs of college professional socialisation. First, 
students increasingly tend to view their time in college as role 
socialisation., whilst staff view it as status socialisation. Second, 
staff hold a view of the socialisation output to teaching which sees 
the move to membership of the profession as colleague entry; students 
only partly share this view seeing it rather more as student entry. 
These two perspectives are now discussed as:- 
Perspectives on the process of socialisation - role/status 
socialisation 
Perspectives on the outputs of that process - minimal competence/ 
complete teacher 
Role/Status Socialisation  
There appears to be a divergence of expectation between students 
and staff on the function of the college course. interview students 
laid great stress on the fact that they were in college to become 
teachers and this for them mainly meant acquiring skills, techniques 
and knowledge which would be of very direct help to them in the 
classroom, particularly on school practices and in their first post. 
More and more the interview group reported that in their view Education 
and ?art III courses should be to provide this expertise; an 
expectation which they considered largely unfulfilled. Hain courses 
were seen for personal development, but even here there was quite a 
strong trend to expect that much of what they learned would be of 
fairly immediate classroom relevance. Thus, students saw themselves 
adapting the content of their main courses for use in school, and 
further showed that they had expectations that their main course 
studies would also include some examination of how to teach the subject. 
This is interpreted. by the investigator as the students° 
expectation that the college course should be concerned with role 
socialisation: a relatively limited training in method and content of 
practical applications. The College/School perspectives discussed 
above clearly implies this view of the socialisation process. 
:4) formal interviews were held with staff, but as a. tu or the 
investigator was closely involved in regular and intense formal and 
informal interaction with colleagues. It is suggested from these 
contacts, over a period of six years, that the staff view of the 
process is one of status socialisation (Bidwell, 1962). This expectation 
is much less narrowly defined, and much more concerned with non—classroom 
issues than that of the students. it acknowledes that the function 
of the college is to produce teachers, but this is interpreted far lees 
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instrumentally than the student view. The college view of a teacher 
(stressed. in a number of Academic 3oard meetings but also expressed 
as personal opinions by almost all members of staff to the 
investigator) was that she should be "an educated person°. Chapter 5 
has demonstrated the stress of the college on broad, person-centred 
objectives rather than any concentration on detailed analyses of 
techniques which teachers required in the classroom. The assumption 
which underlies this view of status socialisation was that a good 
teacher would be one with a liberal education, who was "mature in 
personality and judgment" (senior member of staff at Academic Board). 
The Colleee's function, eivea ehis expectation, was to concentrate 
on the "higher education" aspects of teacher education. 
Within the College there was a etrone body of opinion against 
what were described as "tips for teachers": specific courses to 
train in particular skills of immediate classroom relevance. This, 
it was felt, would be "narrowing", as students would be teaching 
"merely mechanically", without understanding the principles which 
underlay the practice. The expression "tips ior teachers" tended to 
be used pejoratively by staff, to imply an older, less liberal, 
narrowly vocational approach to teacher education. 6taff generally 
made a clear distinction between "education" and "training", and there 
is little doubt in the investigator's judgment that a very atrone 
consensus among college staff favoured "education" as an interpretation 
of the college course, whilst the students were characterised by a 
similarly strone consensus favouring "trainine". Thus, both students 
and tutors agreed that the primary task of college was to produce 
teachers, but this had different meanings for the two groups. In the 
investigator's view however both tutors and students neglected, 
because of their differing perspectives, the "professional aspect of 
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teacher educations a concern to understand and analyse principles 
underlying practice, a hard critical examination of classroom practice 
using such criteria, and a willingness to use a knowledge of the 
technology of education to develop rational approaches to teaching. 
The nature of the evidence to support the existence of those 
two socialisation expectations has, for the interview sample, been 
documented above, but it gains much support from a review of other 
published evidence relating to student and staff views of the purpose 
of the initial teacher preparation. The staff view is contained 
in the journal of the Association of Teachers in Colleges and 
Departments of Education, Lducation for Teachina,. In articles and 
editorials there is a consistent theme tnaa teacher education is 
about much more than teaching "fundamental classroom skills". These 
skills "are only developed over time and the Colleges can play only 
a partial role" (Thompson, 1969). The student view stated at its 
strongest is to be found in The Future of Teacher Education (National 
onion of leachers, 1969) a paper prepared by the National Young 
Teacher Advisory Council which makes a strong plea for role 
socialisation as described above. The two positions are set out 
clearly in Taylor (1969e). 
Evidence from the interview sample confirms this student 
expectation of role socialisation. Teaching practices strongly 
reinforced the view as students generally felt ill-equipped to cope 
with the immediate demands of the classroom. In interviews 6.2 (a2) 
and 9.1 (q6) students were specifically asked "What changes would you 
make in the course". in every case a suggestion was made that more 
time should be given for "classroom preparation'  with precise 
requests for courses on "how to teach reading"; "how to teach number"; 
how to organise a classroom"; "how to work in groups"; "how to run 
an integrated day"; "how to teach science" etc. The unanimity on 
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this point was complete. Further, when in interview 6.2 (q3) students 
were asked how much help the course had been to them so far as a 
preparation for teaching there were usually strops: disclaimers that 
they had been "taught" anything about specific classroom skills. At 
the end of the course (Interview 9.1; q9) students were asked if 
they could detect a "college style" of teaching. the emphasis on 
informality and the value of relationships as valued characteristics 
of the course, were again emphasised by students, but in a majority 
of cases the point was made that although the college appeared to 
prescribe this particular style, it did very little to give detailed 
instruction of how to implement it and simultaneously effect learning. 
question to the entire cohort at the end of their third year 
asked the 105 students who answered it to estimate the value of the 
prc-oaretion they had received in college to help them carry out the 
role of the teacher. Six percent considered it very Good help; forty 
percent of moderate help; and fourteen percent felt the preparation 
• they had had was only poor help. Thus, approximately fifty percent 
of all students clearly. felt they could have been helped more by 
College, eview which is held to support the concept of role rather 
than status socialisation as characterising students. It is perhaps 
rather surprising when considering other studies of student satisfaction 
that so many students (46 percent) considered they had received good 
help from College for their role as teachers. ason arid Croll (1971) 
report for example that seventy five percent of students in the six 
colleges they studied considered that their college tried not at all 
or only tried a little to develop students' understanding of the 
classroom situation. Student Unions' reports are even more critical 
of the value of college help (National Union of Students, 1964). 
however the picture is balanced to some extent by the Bristol 
Institute research with almost 3,000 non-graduate probationary teachers, 
seventy three percent of whom felt that their initial training had 
been at least "reasonably adequate" (Bolan and Taylor, 1972). It is 
suggested that the reason lies in the probationary teacher's greater 
awareness, at the end of their first year of teaching, of the problem 
of defining initial training as role socialisation only. 
The argument of this section however is that there existed in 
college two different views of the socialisation process: role 
aocialisation, held by the students and status socialisation held 
by staff. Such differing perspectives have implications for the 
professional socialisation of teachers in terms of how outputs to 
teaching are regarded. 
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Minimal Competenee/Conplete Teacher Socialisation outputs  
Bloon'41965) review of studies of the socialisation of medical 
students identifies an issue involving the relationship between the 
training the student receives and his relationship to the medico' 
profession. The question centres around the completeness of the 
trainira,: provided by the school. This issue was investigated among 
the student teachers and it appears that whilst the staff of the 
College held what may be called the "minimal competence" view of 
the training process, the students maintained a somewhat inconsistent 
view of the socialisation output, anticipating both a "minimal 
competence" and a "complete teacher" result from their course. 
The "minimal competence" view sees the College as 	 only 
a groundwork of basic knowledge and expertise in the student on entry 
to full time teaching. It will be the job of i-i-service education 
to build on these skills to turn her into a more complete teacher. 
This view is clearly consistent with the view of status socialisation 
maintained 	 the staff. It is a. view fully documented in :education  
for Teachin; and in the "partial role" of college of Thompson (196)) 
quoted above. There is no doubt in the investigator's mind that 
all members of college staff took this view of the socialisation 
output, but this is an opinion unsupported by "hard" evidence of an 
objective nature. No record was kept of the many occasions on which 
this viewpoint was expressed but the view expressed by a tutor at 
an Academic 73.oard (undated) is typical: 
"We cannot fully equip them to teach and we should not try. 
Our job is to give them a start and to make sure they have 
the right attitudes to carry on learning". 
In contrast, the "complete teacher" view of the socialisation 
process certainly was held by a substantial proportion of students 
and is compatible with, and flows from, the role socialisation 
perspective. This view expects the college to provide the student 
with a complete set of competences and standards which will enable 
her to move into her first post am a fully fleded professional, able 
to control and teach a class of children. The perspective is 
concerned only with classroom competence and does not take account 
of relationships within the school, between school and society, or 
within the profession. 
It is argued that most students held both "minimal competence" 
and "complete teacher" views simultaneously but savoured the latter. 
In interviews they argued strongly for the need that they should go 
out "fully equipped to teach" (6.2); that "the job of the college 
is to turn us into teachers" (6.2). On probing, howevel'il even the 
strongest advocate of the "complete teacher" view would much modify 
her position and acknowledge a major role for in—service education 
and the impossibility of acquiring in college mcuh other than an 
initial competence on which to build. Nonetheless, it appeared to 
be a view, widely held a.monc students, that the college should do 
something much more than provide "minimum competence". It would 
appear that staff and student views of the elements of competence 
differed. Staff tended to define it in terms of personality and 
attitudes, students saw it in terms of particular skills and techniques. 
These conflicting views have consequences for how the status 
of students whilst in college is seen. A minimum competence view 
implies a status for students as "junior colleagues" in relation to 
their tutors and to teachers in schools. They are seen as junior 
members of a profession slowly acquiring skills which will accumulate 
through the whole of their teaching career. 2he right attitudes are 
thought to be fundamental to the process and the central concern of 
training. It implies that the process of becoming a teacher is a 
cumulative one, with initial and in-service education not sharply 
divided, but basically part of the same continuine; process. 
Professionalism is acquired gradually - not suddenly and dramatically 
upon certification. The certification procedure will not be an 
abrupt status change, but merely part of a gradual transition from 
new entrant to•full membership of the teaching profession. 
The 'bomplete teacher" view on the other hand appears to imply 
a somewhat lower status for the student teacher. Certification now 
does become a most important moment, marking the transition from 
low status to hies: status - from student to teacher. In the 
alternative view, teachers are and will always be in some sense 
students; in the "complete" view the student appears as subordinate 
to tutors and teachers. Her competence is questionable until 
certification when she becomes "fully fledged". There will be 
radical transformation from novice status to professional status. 
The complete view sets up expectations for the relationship of the 
colle_e to the profession. It implies that college is the sole 
and necescary proving ground for competence, and that, whilst an 
integral part of the profession, it has a role clearly distinct 
from it. There is little overlap of function as the suggestion is 
that the colleee task will be complete in itself rather than merely 
the commencement of a gradual process. 
The minimum competence view on the other hand acknowledges a 
eood deal of overlap between initial and in-service education. 
College preparation will only be part of the business of professional 
socialisation, rather than the whole process itself. Thus, it would 
seem that whilst the minimum competence view may lower the status of 
the college, it appears to raise the status of the student for she 
becomes, at the start of her training, a junior colleague. The 
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complete view on the other hand. appears to accord considerably 
more status to college by narrowing its function, simultaneously 
attributing great- importance to that function. However, it can be 
argued that it reduces the status of the student who is firmly 
regarded as a "student" until abrupt certification procedures 
initiate her into full membership of the profession. 
Jtudents' perception of chance 
In their final term the interview students were questioned a© to 
whether they thought they had chanced as persons or in their attitudes 
towards teaching. Further, they were asked to assess the college's 
contribution and to say when in the course they considered any major 
change to have taken place.(9.1, qq 7,8,9). Their replies provide 
additional evidence to that presented in Chapter when all third 
years replied anonymously to a questionnaire posing similar questions. 
Of the seventeen. students only two (both younger students) felt 
they had chanEed as persons very little. The remainin;. fifteen claimed 
that they had changed but found difficulty in identifying precisely the 
.nature of the change. The. expression "more mature" was used by twelve 
of the students, and the general tendency of replies appeared to imply 
a liberalising of attitude, a readiness to suspend judgement and a 
recognition of the existence and validity of other points of view. 
These qualities appeared to constitute much of the students' definition 
of maturity: 
"I'm not so ready to jump to conclusions now" 
"I think I see much more how difficult it is to sfly something 
without qualifying it" 
"I'm not ao sure about what's right" 
"I'm much more thoughtful than I was - not so quick at judging" 
As no questions were asked relating to political or religious attitudes 
and as no test such as the Study of Values was administered it is not 
possible to assess the attitudinal dimensions of change. Students were 
not prompted and only two students mentioned political attitudes (one 
had become more "left"; the other had not chanced in any way); two 
students mentioned that they had become "rather less religious", and 
expressed this in terms of becoming "less sure" about their beliefs. 
All fifteen students who had changed "as persons" felt that college was 
"in some way" responsible. The majority of replies took the form that 
school practice (eleven mentions) and interaction with peers particularly 
one or two close friends (twelve mentions) had contributed significantly. 
Tutors were mentioned but not it appeared, accorded major significance. 
Students themselves pointed to the difficulty of quantifying change 
or identifying change agents with precise weighting: 
"I know I've changed. I know (close friend) has probably had a 
lot to do with it, but then too so has the whole period in college -
it's too difficult to sort out" 
"Tutors haven't influenced me personally at all. But its hard 
to say 
	
It's the whole thing". 
"Just being in schools and meeting, kids and teachers -
that's made me grow up. And living in (College Hostel)" 
"It's being together with other students for three years. But 
I couldn't be precise. You can't" 
When asked to consider if their attitudes to education had changed 
significantly, thirteen of the seventeen felt that they had done so. 
The remaining four suggested that in terms of "brsic attitudes" (student 
expression) to children and teaching they had changed little or at all. 
The feature of the replies relating to the nature of change was a 
diversity which again illustrates that the complexity of the process is 
one which group testing by questionnaire is in danger of obscuring. 
Ihus, individual students pointed to their greater tolerance, but at 
the same time argued that they felt less permissive in classroom 
procedures than when they had begun training. Several replies illustrate 
this apparent contradiction: 
"I'm more tolerant I think - because I understand more. 
But I'm much more firm (in classroom practices) than I was" 
"I am much harder than when I came to college. I think I 
thought all children were little angels. But at the same 
time I still like them as much - more even" 
"On some things I'm more relaxed. On others I've tightened 
up. Like physical punishment" 
Students generally wanted to stress that they had entered college 
very well disposed towards children, and that this fundamental concern 
persisted through the course; indeed, could have increased somwwhat. 
dhat students wished to emphasise however was that they had become much 
more knowledgeable about children and about education. The result of 
this, in the investigator's judgement, was a tempering of earlier 
idealism: students still wished "to help children" (1.1) but now 
recognised that this meant placing restrictions upon children's behaviour 
in the classroom: 
"I'm not so green now. When I look at the first years now I 
think they don't know what's comin to them" 
"I know I'm different. I feel I know so much more - and I 
know I don't know much" 
"Sometimes I think I don't know anything, but I do know I 
know much more than when I was a first year" 
"It would take me a week to tell you (how I've changed), but 
I don't think my basic attitude has changed. I know a bit more 
what to do (in the 7177ssroom)" 
"I know you've :(:)t to be more strict" 
"I'm more confident. I get in and get then working. 
teacher's got to be positive and I was far too easy in 
Group Study" 
Because of the open-ended nature of the interviews it is not possible 
to quantify precisely the replies of the students even although some-
thin:: of their tenor is given above. However an attempt at classifica,!4 
tion yielded the followin7 pattern (n=17) in respect of attitudes to 
education:- 
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Students acknowledging little or no change 
Students thinking they have changed significantly 
"Generally more tolerant" and similar expressions 
"More aware of need for good personal relations" (ditto) 	 9 
"Less permissive" in some respects 	 10 
"yore knowledge" and similar expressions 	 11 
It would appear that by "more tolerant" students are referrin 	 their 
greater understanding of social and psychological factors in learning 
difficulties. At the same time the students feel the resolution of such 
difficulties lies partly in closer teacher organisation and control. 
Thus the general finding from the interview sample is that the process 
of professional socialisation cannot be construed as one of steady 
liberalisation of attitude. Rather, students see themselves as maintain.• 
in„ and perhaps deepening their original concern for children, but 
acquirirw experience and knowledge which not 1116 helps understanding 
and refining of this concern, but also develops attitudes which issue 
in action in less child—centred practices. 
The thirteen students who felt that their edtcational attitudes had 
changed were unwilling to give precise expression to when such change 
had occurred. They were generally concerned to stress the difficulty 
of indicating a particular point in time, but periods of school practice 
were frequently mentioned as "having had a strong effect". The third 
year practice was given more emphasis (in terms of mentions) than 
earlier practices. i10 categories were suggested to the students and 
the investigator's findings on the early development of perspectives 
were unknown to them. Although the following classification of the 
students' replies shows little emphasis upon the first year of the course, 
nonetheless the investigator believes that this early period has great 
impact upon students, but that such impact (in terms of development of 
perspectives) becomes incorporated into students' taken for granted 
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-assumptions and are considered commonplace. Thus the conditions of 
their formation are not to be identified by students without much more 
detailed probing than was undertaken in the final interview. 
"Difficult to identify with precision" 
First Year 	 C 
Second Year 
Third Year 	 4 
The college's responsibility for effecting chance was also seen 
by students as a complex matter. The thirteen who felt they had chanced 
significantly differentiated between different aspects of the course. 
"It depends - school practice, enormously - a lot of the discussions, 
well, hardly at all I think" 
"Main Course has helped me. (School) taught me a lot. So has 
Education in some way" 
"My club child. I learned a lot from him. He made me more 
tolerant" 
"The Suffolk Practice made me think teaching was marvellous. 
(Second Year Practice School) Changed that" 
All acknowledged that the collee had had some impact but the ran: 'e was 
considerable. A clasification of factors mentioned in the ope-ended 
responses yielded the following mentions (n=13): 
"College" quite considerably (or more) responsible 
"College" little responsibility 	 3 
"School practice" responsible in some way 
"Tutors" responsible in some way 	 7 
"Other students" responsible in some way 	 7 
There is again evidence for the strong effect of school practice upon 
students who clearly linked the practices with development of skills 
in operating effectively in the classroom. This, as noted earlier, 
meant using a school rather than a colleTe perspective. 
From the interview sample evidence then, students generally 
acknowledge that the college experience contributes to personal change 
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in some way, cognitively or attitudinally. There is however much doubt 
expressed by students over the quantification of such chance, although 
it would appear that the experience of school practice influences 
educational attitudes in a more significant way than tutors or other 
students. 
Chapter 10  
CONCLUSIONS AND RECOMMENDATIONS  
"Clearly more research needs to be done into the way in which, 
in the training situation, stereotyped images of an occupation 
may be replaced by more subtle, complex and even ambiguous 
perceptions of the professional role. As far as teaching is 
concerned, this would involve detailed longitudinal study of 
the students' initial images and the various ways in which these 
may be modified by their limited opportunities for contact with 
reality through such things as meetings with teachers, visits 
to schools, teaching practice and exposure to the ideologies 
of education during the training period." 
(Whiteside, 1969, 1)412) 
A study of the professional socialisation of student teachers 
presents major difficulties for the individual, part-time researcher. 
The important studies of such socialisation in other professions have 
been large scale, full-time team research (Becker, 1961; Merton, 1957). 
A more recent study of student-nurses is the result of seven years of 
investigation, three of which were spent in full-time participant 
observation by three sociologists (Olesen and Whittaker, 1968). The 
individual researcher must necessarily attempt a more limited 
investigation and must carefully define his objectives and methodology 
with regard to what is a realistic scale of operation and achievement. 
It is claimed that what is needed are more extensive interdisciplinary 
studies of the professional socialisation process. 
This research may be conceptualised as using a systems model 
approach (Astin, 1966; Taylor, 1969b; Cohen, 1972; Lomax, 1972). Such 
an approach involves examining contextual, input, process and output 
variables. There is, however, in this study concentration upon input 
and process variables; contextual and output variables have been 
largely omitted because of the particular focus of the investigation. 
Thus the foregoing chapters have examined selection procedures, analysed 
the nature of staff and student role conceptions, and related these to 
students' social, educational and personality characteristics (input 
variables). Further, the nature of social and academic organisation 
concerning the courses, methods, institutional and informal influence 
within college have been investigated, together with the emergence 
of student perspectives resulting from this socialisation process 
(process variables). Contextual variables (the historical, normative, 
political and demographic factors influencing teacher education) have 
been largely ignored except at the micro-level of the historical and 
social background of the college itself. Similarly, output variables 
(numbers, wastage and effectiveness in the profession) have only been 
considered in relation to the college, and no attempt has been made to 
follow the students into full-time teacling.(1) A more extensive study 
would necessarily attempt to examine the impact of college training 
upon practice in schools. 
The danger of the systems approach is that it relies too heavily 
on traditional structural-functionalist approaches and is in danger of 
neglecting the students' interpretation of the process in which they 
are involved. The reviews of research by Taylor, Cohen and Lomax noted 
in the preceding paragraph are examples of how the ongoing, dynamic of 
the college situation may be overlooked in a simplistic reliance on 
questionnaire batteries using categories which are meaningful to the 
investigator but whicL ie not necessarily reflect what constitutes 
(1) This is not strictly true. In the summer term following the end of 
the training course (i.e. in the third term of full-time teaching), the 
RDI was sent to all 105 members of the final longitudinal sample. 
Eighty-one instruments were returned (77 per cent). Lower total scores 
were recorded for both primary and secondary teacher role than at the 
end of the third year in College. The primary score was significantly 
lower, at 05 level, but both scores were still significantly above 
entering first year scores. Attitudes to corporal punishment (item 34) 
showed a marked decline (significant at 01 level) for both primary and 
secondary scores. It was however decided not to include this finding 
in the study because it is felt that such changee need to be related to 
the institutional contexts of the schools in which the ex-students are 
teaching. It was not possible to include such investie:ation within this 
research. 
reality for the students. One outcome of this study is an increasing 
scepticism in the mind et' the investigator of studies which rely solely 
upon administration and analysis of instruments (such as the MTAI, 
Manchester Scales, RDI, etc) without regard for the institutional context 
and without concern for alternative methods of investigating the 
impact of college. Concentration upon such a naive approach (albeit 
using complicated statistical treatment) characteristic of the majority 
of reported research, is thought to be highly inappropriate in the 
context of teacher education, or indeed any process of professional 
socialisation. 
.his chapter now examines some of the issues raised by the findings 
of the investigation in the light of the theoretical framework used; 
makes several specific recommendations in relation to the professional 
preparation of teachers; and finally points to specific areas where it 
is felt further research investigaTons are required. 
Issues arisin from a study of professional socialisation  
The value of the model used in the investigation is illustrated in 
this section which examines certain issues raised by major findings 
of the research. These relate to the institutional setting of 
professional socialisation; the question of normative inconsistency; 
the increasing professionalism of students; the objectives of college 
preparation for classroom teaching; the importance of teaching practice 
and the first year of college; and the degree of student conformity 
and genuineness of response. 
a) The importance of the institutional setting of professional  
socialisation  
This investigation shows that the institutional context of the 
socialisation process will affect the nature of student response to 
that process. Thus, unless the values underlying, courses and procedures 
are identified, understanding of professional socialisation and of 
changes in teacher role conceptions will be incomplete. Extensive 
analysis of the academic and social organisation of a particular 
college is required if changes in role conceptions are to be meaningfully 
interpreted. This study shows that the college is characterised by a 
clear set of values which inhere in, and are refracted through all 
aspects of its selection, preparation and certification of student 
teachers. These have been characterised as child centredness; primary 
school oriented; conservative; a stressing of the value of experience, 
discovery and play; and a preference for the intuitive rather than the 
intellectual. The stability of staffing in the college, and the 
practice of promotion from within, ensures consistent presentation of 
college values to students throughout their course. It has been shown 
that students identify these values in the procedures in which they are 
involved, and see the college possessing a "climate" which stresses a 
high level of concern for personal relationships and individuality, 
together with a low level of intellectual activity. 
It is argued that this institutional setting affects students in 
two major ways; first, in their role conceptions as measured by the RDI; 
and second, in the development of a set of perspectives identified in 
the preceding chapter. 6tudents° RDI scores increase significantly over 
the course, representing a movement toward the role conceptions of their 
tutors. In view of previous research this finding is to be expected 
and represents a general movement towards more open attitudes 
characteristic of students in higher education. However, what is 
significant in the college studied is that testing of hypothesis 5 
reveals no differences between the RDI scores of the age—level groupings 
of students (First and Middle Years groups). This runs counter to the 
General trend of research findings that students preparing to teach 
younger pupils tend to record higher scores on the various instruments 
used than students preferring to teach older children. In the college 
the effect of the undifferentiated first year course, the strong 
primary orientation, and the formal organisation of second and third 
year age-level groupings is held to account for the lack of difference 
in scores. Students are required to defer choice of age range for over 
twelve months after entry to college, and in the first year 
undifferentiated course there is strong emphasis upon the importance 
of personal relationships between teachers and pupils of all ages. 
This appears to result not only in the similarity of age-level group 
scores, but also in a decline in the number of expressive order items 
which differentiate between primary and secondary role conceptions for 
all students. Such results are interpreted by the investigator as 
outcomes of professional socialisation effected by institutional 
arrangements. 
A further consequence of institutional characteristics is the 
development of a set of student perspectives particularly in relation 
to experience in college and school. These have been described as 
college/school and academic/professional perspectives. The clearly 
identifiable values of the ollege call out what students see as 
situationally appropriate responses in judging the value of work or the 
demonstration of particular behaviour. Students assess what is 
required by the college and attempt to produce satisfactory responses 
within college, even if they do not define such responses as appropriate 
in other contexts. Such behaviour echoes research findings in many 
fields: that people act within situations, according to the requirements 
and relationships cf those situations. The crucial point here is that 
the students are interpreting, their situations and actively responding 
in the construction and operation of perspectives. 
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b) Normative inconsistency  
Uiven then the accuracy of the observation that students operate 
on a set of perspectives which guide their behaviour in particular 
circumstances the question arises as to how students reconcile the 
apparent incompatibilities between the perspectives. Merton maintains 
that this problem faces anyone studyinc professional socialisation, 
but chooses to locate the incompatibilities in the culture of the 
professional group itself, arguing that: 
VI 
	 for each norm there tends to be at least one co-ordinated 
norm, which is, if not inconsistent with the others, at least 
sufficiently different as to make it difficult for the student 
and physician to line up to them both ... medical education 
can be conceived as facing the task of enabling students to 
learn how to blend incompatible norms into a functionally con-
sistent whole" (Merton, 1957, p70). 
here Merton is locating less the task facing the student-teacher, 
the reconciliation of a. college/school perspective, but rather the 
existence of norms attaching to the task of the teacher which, in 
relation to either perspective, present difficulties. The clearest 
example would probably be that of reconciling the need for iood 
personal relationships with the norm to maintain some degree of role 
distance. Nonetheless, he does identify the existence of normative 
inconsistency existing wit-:'__r, a. profession and shows that the students' 
problem, confronted with significant others who stress different aspects 
of the role is to make a synthesis which is both personally and 
professionally acceptable. Shipman has suggested that the student in 
a college of education does this by impression management, by presenting 
herself appropriately to the different reference groups. It has been 
noted 	 earlier that Finlayson and Cohen (19,.7) hypothesised, but 
did not test, that students in training possessed two frames of 
reference to which their attitudes were related. The College frame of 
reference made for much agreement with tutors on matters of classroom 
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organisation and pupil relationships. The School frame of reference 
stressed the importance of discipline and control and it ensured 
agreement with practising teachers. 
Further, Gross (1965) has posited a two stage process of 
socialisation in the taking up of a professional appointment in school. 
The preparatory stage is one of formal training when the skills, values 
and attitudes prescribed for entry to the professional group are tuaght. 
The Second phase is that of "organisational reality", when "the 
neophyte is confronted with limitations to his desired activities 
imposed by the organisation, in this case, the school". In the current 
study the two stages occur during the training course and result in 
the generation of group perspectives. The students in the sample 
develop group perspectives which enable them to cope with the ambiguity 
and ambivalence they face when entering the demanding school practice 
situation and finding that some of the prescriptions of college will 
not "work" for them in that situation. Support for the notion of 
different perspectives, situationally applied, is found not only in 
the work of Becker (1961) but also in the findings of Newsome, Gentry 
ard Stephens (1965) who suggest that the effect of teaching practice 
is to reduce the level of logical consistency of students on 
educational matters. 
It is argued that the institutional setting itself promotes the 
development of sets of perspectives containing normative inconsistencies. 
The college of education represents an institutionalised socialisation 
setting which necessarily develops a group of "professional educators" 
(Wheeler, 1966) who possess their own recruitment and career structure 
separate from that of the general practitioners - the teaches.-s in 
schools. Thus, teacher education in colleges of education is seen as 
attempting to equip the student with a set of prescriptions and 
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behaviours which will not always find favour with classroom 
practitioners. It could be argued that the college is in fact 
presenting the student with an alternative professional identity to 
that of school. The student, caught between the conflicting demands 
of the two institutions develops perspectives which will allow her 
to operate effectively by acting in a way which is situationally 
appropriate. what she can do so is due to certain features of the 
professional socialisation process itself: "studentship', legitimation, 
sanctions, and the autonomy and invisibility afforded by certain 
aspects of the school and college situation. 
"Studentship" represents both "a. fertile collection of cautionary 
tales, rumour, crudely outlined strategies for survival" Wiesen and 
Whittaker, 1968) and a role which is functional, in legitimising error. 
ihus„ the position of student places the potential teacher in a 
subculture which is rich in stories about tutors, teaching practice 
schools and the college course. This student subculture allows a 
critical attitude to the demands of both school and college to be 
struck i and, importantly, contains a wealth of prescriptions for 
survival. In Becker's study this resulted in "giving the facult 
what it wants". In the current study it results in endorsing in 
discussions and writing the perceived values and orientations of the 
college. The school practice file may be seen as an example of this. 
Student mythology argues that tutors attach high importance to the 
presentation of the teaching practice file. The great majority of 
students therefore present files which are neat, voluminous and 
child—centred, even although in private they very strongly question 
the value of the file. 
Next, the student role legitimises error. Thus, students are 
perceived by tutors and teachers, and, importantly, by themselves, as 
less than full members of the profession. As such they are allowed 
Lo make mistakes by virtue of their role as students. Lower levels 
of competence are therefore expected and accepted for classroom 
performance by both teachers and tutors. The label of "student" 
itself could be argued to predispose more experienced professionals 
to expect inconsistency of expression and behaviour. Further, the 
student role allows the student to dissociate herself to some extent 
from a. college "line". Thus, the students recognise that they are 
preparing for the role of teacher, not for the role of college tutor, 
and they see themselves as a group whose interests are less similar 
to those of their tutors than to those of teachers in school. This 
allows them to define certain tutorial demands as non.legitimate. 
This non-legitimation is less in terms of non-performance than of 
performance without commitment. Thus, school practice files, club 
notes, some essays, and attendance at courses which are not enjoyed 
or thought irrelevant, are undertaken, but judged using an academic 
perspective. Their usefulness is then seen in terms of passing the 
college's assessment procedures. The student role itself then 
legitimises the operation of apparently normatively inconsistent 
perspectives as it enables the student to cope with incompatible role 
expectations held by members of nor role set. Being a student allows 
her to define other groups as making certain demands which have to be 
met but which are not necessarily geared to the student's own conception 
of what teacher preparation should consist. 
The sanctions which these different groups possess (iroii: non-
certification to making life uncomfortable on school practice or in 
college) are also effective in ensuring that the student conforms to 
the formal demands of the course. Such formal demands will place her 
in situations in school where differing expectations are held for 
performance. Accommodation to these expectations will, it is argued, 
partly depend upon how far the school can reward or punish her during 
the period of intense interaction during the practice. The situational 
appropriateness of the student's response will thus depend to some 
extent on the nature of the sanctions operating in college and school. 
The relative insulation of the two institutions allows the student 
to operate using appropriate perspectives in the face of conflicting 
expectations. 
Finally, both college and school afford a. measure of autonomy and 
invisibility to the student enabling her to resolve incompatible 
demands. Although in college she must publicly present herself 
through essays and other written work, it is very possible to reduce 
interaction with tutors to a fairly low level of frequency and intensity. 
T.he discussion method largely employed by tutors makes this more 
difficult than in a. formal lecture situation, but even so it is possible, 
particularly in the large education groups, to maintain a "front" or 
to contribute minimally. By far the greater part of a student's time 
is spent in interaction with her peers. It is in the informal 
structure of college whore the peer group comes to recognise incompat- 
ibility of expectations as a fact of student teacher life) that 
tensions can be resolved by appealing to the individual and group 
support available. Further, although students do not have autonomy 
over whether they will present college work, they do have a joed deal 
of choice over how they will present such work, and this flexibility, 
together with the legitimation for adopting perspectives provided by 
the student role, which enables the student to fulfil unconenial 
demands. 
The school setting of teaching practice is similarly functional 
in supporting the existence of the student e perspectivee. Classroom 
interaction on school practice is characterised by its intensity, but 
iE ceen by students as being of fairly limited d t on. Althou 
the supervising teacher is responsible for her claes (and the 
willingness of such teachers to delegate this respoesibility to students 
varies greatly), the clasaroom situation doe 	 ive the student 
opportunity to experience autonomy. The practice aetting ensures 
e relatively high degree of invisibility to the colleje, and visits 
from tutors can be predicted with some accuracy. Thus students can 
practice, for a good deal of the time, te role for which they see 
themselves preparing, without direct college supervisioa or intervention. 
The majo. cornplaint of the interview sample abont tat) school practice 
situation was its "artificiality", where much of this artificiality lay 
in the awed to be seen "givini a performaace" for e vieitia.6 tutor 
or examiner. Nonetheless, "closing the classroo door" is a lechanism 
whica operates for students, as it does far teacher (obi, 1952) to 
reduce role strain. 
In the teavaing practices the student role iteell serves to 
preserve the individual student's sell esteem, for ahe is enabled to 
attribute failure to the position rather than to hereelf. 	 she 
can argue that it is because she is practising the role et teacher 
• au a student that problems ensue, rather than from any peraoaality 
or performance shortcoming. The student role allow her to externalities 
failure and to locate its cauae outside herself. As such "studentship" 
can be seen si a functional device allowing the student not only to 
cope with incompatible demands by using appropriate perspectives, but 
to satisfactorily complete the course itself. 
iro tnie investigation then, it would app. that tn . atudentes 
role as udent an a major effect upon her responses to the process 
of professional socialisation. i;tudents sr* always 0010)0i0U4 of their 
student Statue, and the procedures oi college and sonool *V* such as to 
44. 
be constant reminders of their lowly position in the educational 
hierarchy. It is argued that the self images as teachers which 
students develop are mediated through the student role and that this 
role acts as a major control for behaviour during their three years 
in college. Although tutors emphasise that students should regard 
themselves as "junior colleagues", there is little doubt that students 
see tutors and teachers defining them as students; a position which 
inhibits the development of a professional self image durin training. 
On school practices the students argue that even the children largely 
regard then as "students" rather than "teachers". Thus, the student 
role as student forms a constant background to college and school 
activity: it affects behaviour ranging from responses to research 
questionnaires to teaching practice performance, and it develops and 
legiimises perspectives which are referable probably more to present 
circumstances than to future views of oneself as teacher. The evidence 
in this investigation thus supports the findings of Merton (1957), 
Becker (1961) and Shipman (1966). 
c) Increasing Professionalism 
given the importance of the student role in evoking and maintaining 
perspectives, there seems little doubt that the effect of three years 
in college is to increase the professionalism of the students. by this 
is meant a shift over the course from broad, ill—defined and idealistic 
ins ("to help children") to more sharply focussed objectives which 
stress the instrumental skills of the practitioner. The substantive 
concern for children does not, it is held, diminish, but rather 
becomes more clearly defined as helping with particular aspects of 
cognitive, social and emotional growth. One effect of this may be 
seen in the increasing differentiation between expectations for primary 
and secondary teachers' roles in RDI instrumental order items rather 
than in expressive items. This effect is held to be due to greater 
-Professional knowledge acquired during the course. 
Limpson (1967) has defined the prcCess of professional socialisation 
as a shift from broadly based societal aims to a regard for the actions 
and judgments of certain significant others, and finally, to the 
internalisation of values of the profession. Kitchen (1966) showed 
that first year college of education students were characterised by 
wide aims and values whilst third years were concerned with specific 
responsibilities related to teaching. This investigation confirms 
something of both Simpson's theoretical formulation and Kitchen's 
empirical evidence. Thus the students increasingly, as the course 
progresses, defined their tutors as lass important sources for 
learning the role of the Leacher than teachers themselves. 'Teachers 
became a highly significant reference group in terms of classroom 
practice. The significance of tutors was more and more seen in a 
college rather than a school context, highly important for certification 
and the assessment of school practice, but enjoying relatively low 
status in terms of help with the practical problems of teaching.(1) 
Further, the interview findings show that there was a greater concern 
for the development of instrumental skills; and the RDI results showed 
increasing professionalism with development of more discriminating 
attitudes to such prescriptions for teacher role as environment arranger 
only, or as treating all pupils alike. 
Thus, within this view of professionalism, the traditionally 
accepted characteristic, the service ethic, becomes qualified by a 
more discerning (or realistic) outlook. Increasing- knowledge gained 
during the three years leads to a redefinition of earlier idealist 
attitudes towards children and education. The decline in several RDI 
(1) A very crude categorisation of significant others may be sugl:ested 
as follows: tutors for intellectual/theoretical matters; teachers 
for professional matters relating to school; and other students 
for emotional/social considerations. 
c77 scores can be seen as evidence of a more realistic appreszt to 
professional activity. Students were tempering.  their ent.ering 
attitudes with not only a more instrumental view of the teseher's 
role demands but with an appreciation of their own. life cycle pattern. 
Chapter 9 has shown that the image of teacher as "dedicated professional" 
was not held by the students; rather the career-line was seen to be 
broken by marriage and children. The realism of this view is echoed 
in Olesen and Whittaksrla study which foul that ereduate nurses in 
training did not contemplate life.long commitment to the surein role: 
"This scheduling of their life cycle was a perfectly sessible 
acknowledgement on he students' part of the residual 
nabireloace still existent in American life at this time 
around the familial responsibilities and work commitments of 
woii4. wives". (Oloses and Whittaker, 1968, p29fi) 
internaliestion of values is of course such more difficult to 
measure than a *lifting of reference groups or closer focussing of 
objectives. eithout internalisation the process of socialisation is 
not complete. it is argued that only long Lora studies extending well 
into a etudent'a teaching career can gain some measure of such 
internalisation. Nonetheless, the discussion of stu4est cosormity 
and honesty of response on pages 452-457 below is relewant Lo•t.L.J 
question of the dares to which students internalise pro.sa.iona3. 
values. 
d) alaalsaanlistlia 
Students and tutors do not, Ssare similar views of the objectives 
of the socialisation process. he student view of the process has 
been identified as role.socielisation; the staff view the process 
aa status socialisation. hus, what students expect from sir college 
preparation is that they siisuld be equipped with certain skills, 
techniques and knowlede which will enable them to operate successfully 
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in the classroom. The staff expectation is rather that the college's 
purpose is to turn out an "educated person" who will possess certain 
attitudes to teaching; those flowing from the values identified in 
Chapter 5. 'Thus, professional socialisation has different meanings 
for the two groups involved. The evidence of the interview sample 
is such as to show that students do not accept the tutors' view, 
feeling that their attitudes towards children and education are already 
"satisfactory", and their prime requirement is teaching skills. 
Something of the student view is reflected in responses to the 
Third Year ,4uestionnaire, when all students were asked to rate the 
value of the preparation they had received in college to hell) them 
carry out the role of the teacher. Only 46 per cent felt they had 
received "very good' (6n) or "good" help (40A. Forty per cent 
lelt that they had received only "moderate" help and 14 per cent 
"Door" help. Thus, less than half the longitudinal sample saw the 
help they had received as "good". This finding needs to be compared 
with that showing three quarters of all students reporting enjoying 
the college experience at least "a lot". Such enjoyment would appear 
to be related more to interpersonal relationships than to professional 
preparation. It would therefore appear that student reservations in 
attributing "good" preparation to the College experience is to be 
explained in terms of differing expectations of the purpose of the 
course. It is clear from the interview sample that students' expect-
ations for preparation in instrumental skills tended to be seen as 
unfulfilled. The interview sample were strongly in favour of dropping 
from irie course such "irrelevant" experiences as the Introductory 
Course in the first year. They stressed over and over again the need 
for more practical help, particularly in the context of Part III courses 
which they required restructuring to be more directly geared, as 
curriculum courses, towards classroom methodology and content. Such a 
finding is similar to that of Lason and Croll (1971) who report 
that 44 per cent of students in six colleges considered their 
curriculum courses gave them least satisfaction of all college courses. 
The CSI score which relates to such courses similarly shows students 
giving this aspect of professional preparation a low ranking;. The 
major point at issue here is that in the emphasis on status social—
isation the college is making an assumption about the nature of 
student attitudes which does less than justice to the level of 
commitment the students actually feel towards children and education. 
Such an assumption results in a course, whichl from the students• 
viewpoint, is less satisfactory professional preparation than it might 
be. 
e) Teaching Practice  
For students there is little doubt that the most significant part 
of their college course in relation to teacher role learning were the 
periods of school practice. Not only are they almost unanimous in 
according it first place as their most significant experience in 
learning the role of the teacher, but it forms a. constant background 
to their thinking, a source of major anxieties, and a representation of 
what they feel they are in college for. Chapter 7 shows that the 
effect of school practice is to depress the level of 10' scores (a 
result similar to that of Hoy, 1967), and that both satisfaction with 
and success on school practice appears related to the particular school 
in which practice is undertaken: the more difficult the school is seen 
by the student, the less likely is she to obtain a "good" teaching 
practice result. Further, the degree of difficulty of the school 
similarly appears to influence the degree to which RDI scores change: 
again, the more difficult the school, the more likely is a student's 
score to fall. 
What appears to happen is that the school perspective becomes 
more important as the three year course progresses. During periods of 
school practice it operates strongly and the lowering of RDI scores 
could be interpreted as students answering a "college exercise" 
(usually undertaken using; a college perspective) using a school 
perspective. The lower level of scores (particularly on issues such 
as corporal punishment) is due to the immediate experience of school 
where a "harder" line is taken than in college. heddie (1971) has 
argued that teachers also act using two perspectives - which she 
designates Educator/School. Thus staff discussion (in a humanities 
department) could operate on an "2ducator" basis, but a "School" basis 
in the classroom would result in different action ensuing. 
In relation to the teaching practice mark, this research shows 
that there appears to be an element of situational determinism at work. 
Again, institutional features - the placing of students in particular 
schools - affects the outcomes of professional socialisation. The 
predictive value of practices prior to the final practice can only be 
described as fairly low. What is particularly significant is that 
there is no relationship between tutors' (or heads') ratings on the 
Suffolk Practice and the final mark. This is interpreted az evidence 
that Suffolk presents a very different experience to practice in the 
London schools. It is also clear from the research that intuition, 
based on a judgment of personal relationships, appears to characterise 
tutor criteria for assessment more than an analytical approach to 
students' behaviour or a consideration of children's learning. 
It would appear that headteachers work on a different set of 
criteria for assessment than tutors, for the correlation between heads' 
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and tutors' assessments for the same practice (second -bear) art non-
significant. Further, whilst the relationship between tutors' 
assessments of second year practice and final practice are of the 
order of 0.6, the relationship between heads rating of second year 
practice and tutors rating of final practice is non-significant at 
0.1847. heads and tutors are apparently considering different aspects 
of behaviour, teaching skills and relationships. 
The finding of situational determinism in relation to school 
practice is felt to be of major importance. It carries implications 
for both assessment and performance of students. What is not clear 
is the nature of the relationship between the student's view of 
difficulty of her school and her practice mark and RDI score. It may 
be that some students are predisposed to take a pessimistic view of 
their school experience; an outlook which results in poor performance 
and grading. On the other hand the student's estimation of the degree 
of difficulty or ease of her school may be more objective* and poor 
performance may be a result of genuine difficulties. 
The school practice situation is highly functional in the process 
of professional socialisation. It provides opportunities for the 
student to practice her skills and to gain experience as a teacher. 
At the sane time as providing these performance opportunities it can 
be seen as providing the college with a major sanctioning procedure: 
students have a constant preoccupation, never far below the surface, 
with the danger of failing their school practice. The development of 
the professional and school perspectives can be seen as unintended 
outcomes of the experience of school practice. The justification for 
school practice is that it provides not only performance opportunities, 
but the opportunity to relate theory to practice. What happens is that 
perspectives emerge which are sceptical of theory and which place a 
low evaluation upon college work. Students view their practices as 
necessary and highly important - as do tutora$ but the evidence shows 
that the early practices are instrumental in bringing about a fairly 
radical restructuring of students* attitudes towards the colleg: course. 
f) The first year of college  
Consideration of the early impact of school practice upon studetts 
together with the RDI findings of hypothesis 1, pinpoints what appears 
to be a factor of major importance in the professional socialisation 
of student teachers: the importance of the first year in college. 
There would appear to be little doubt that this early experience of 
college is of real importance in shaping attitudes, both towards 
teacher role and towards the course itself. It is of Great interest 
that students themselves, at the end of their third year, attribute 
only limited significance to the first year experience. Of the 105 
students in the lonitudinal sample only three locate the first year 
as of most importance in learning the role of the teacher. When the 
RDI scores are considered, significant movements take place in the 
first year, whilst in the second and third relatively few changes are 
noted. It is acknowledged that the significance of the first year 
RDI score may be open to several interpretations (genuine change in 
attitudes; impression management). Nonetheless in this investigation 
(as in Finlayson and Cohen's) the first part of the course sees the 
major changes towards more open definitions of teacher role. (Cellist 
195D; Brim, 1966). As the most marked change is in instrumental order 
items it could be argued that students make significant perceptions early 
in their course which are only little affected (as measured by the RDI) 
by subsequent experience.. In view of the increase in knowledge which 
may be assumed to take place during the three years it is possibly 
surprising that instrumental order items do not chance even more 
significantly during the course. 
The RDI finding runs counter to both tutor and student opinion 
that the greatest change takes place in the final year. Apart from 
the already expressed interpretations that present experience is 
valued more than earlier, and that the sequential nature of the course 
promotes such judgments, the resolution of this apparent paradox 
probably lies in the fact that the RDI is a very blunt instrument which 
cannot catch the complexity of student's thinking about teacher role 
or about their course. What it does do however, is to identify a 
basic set of attitudes to which students became sensitised early in 
the course. A consideration of the magnitude of RDI scores and their 
changes gives some indication of the weakness of the instrument. The 
total score changes, although significant, are quite small, as are the 
individual item changes, loo much reliance* it is felt, should not be 
placed upon interpretation of such changes in group scores, What is 
significant is the number of items which show no change over the 
course. Finlayson and Cohen found that 72 per-cent of their items 
showed no significant change from the first to the third year. In this 
investigation the corresponding figure, although much lower, is still 
of the order of 41 per cent. Discussion of changes and non-changes 
has been undertaken in Chapter 6, but what is illustrated is that 
such instruments are insufficiently sensitive to detect the true nature 
of changes during the three year process of professional socialisation. 
Again, it must be stressed that the use of such instruments as the RDI 
imply wrong assumptions to the process of professional socialisation. 
What may be taking place is not so much chanse of attitudes, but 
strengthenink; and refining of existing dispositions. 
Notwithstanding, it is felt perhaps surprising that such items 
as corporal punishment or the nature of a teacher's responsibility 
for making up her own syllabus show no change over the course. The 
findings from the interview sample reveal that significant changes 
do take place for individual students (az indeed does inspection of 
individual scores). Reliance on RDI scores, concerned only with ,roup 
nature of change conceals such change« As will be argued later a 
more valuable line of enquiry for students of professional socialisation 
at the present time would be examination of individual students to 
assess the impact of the course upon them. The investigator feels 
that such studies would reveal that early experience is highly 
significant in professional socialisation and that school practice and 
student peer groups contribute in very large measure to such impact. 
c) Student conformity and genuineness of response  
In spite of RDI evidence on lack of measured change in certain 
areas of teacher role conception, this research has been conducted 
on the 'oasis of a view of the student as an active agent ih tLe 
socialisation process, making choices and constructing perspectives, 
and interpreting her experiences rather than passively experiencing 
them. Such an assumption raises two points which recur throughout 
this research. now far are the students in college highly conformist; 
and how far are their responses to questionnaires or interviews 
honest expressions of attitudes? 
Throughout the three year research period a major characteristic 
was the willingness of the students to participate in completing the 
RDI and other instruments, and to undergo extensive intervialigg. 
The high response rates shown in Appendix 3 raise questions ebout the 
ease with which students accepted the investi gators demands. 
Similarly, a. major feature of the college is its comparative quietness: 
there is a. marked lack of open questioning of authority, and the 
students are not noted for any re= of political activity. Such a 
finding might appear to run counter to the assertion that studies of 
professional socialisation must be based on the image of student as 
active participant. Further, the college selection procedures Light 
be instanced to show that potential "troublemakers" are eliminated at 
interview (or even before). Thus it could be argued that the college 
chooses those students who "fit" its notion of what a student teacher 
should be. Again, the single sex of the student body argues for 
such an interpretation: female, mainly middle class background, with 
a. fairly low level of academic achievement and a concern to "teach". 
;Such a combination, it could be held, would make for conformity and 
lack of radical questioning of institutional values. Further, the 
stereotype of the respectable conforming student teacher has a long 
history. (Taylor, 1969a). 
In the current investigation no tests for acceptance of authority 
were used, and it is therefore not possible to relate observed 
responses to any conformity measures. What is claimed is that whilst 
it is accepted that the high response rate raises such questions, 
nonetheless the interview sample evidence shows that the students are 
in fact highly critical of their experience in college, and that lack 
of outward, group protest cannot be taken as evidence of passivity of 
thought or uncritical acceptance of college prescriptions. .:he college 
is generally characterised by good relationships, and whilst these may 
be interpreted as evidence of manipulative socialisation, it is felt 
that this accounts for the students' willingness to participate in the 
research. Nore positively, the high level.of student response to 
questionnaires and interviews may be interpreted as a sign of active 
interest in the problems and opportunities both of the professional 
preparation of teachers and of the research problems associated with 
that process. The interview sample students - chosen at random - 
evinced, throughout the three years a high level of interest in the 
research; a response interpreted by the investigatoa - as an expression 
of genuine interest in reflecting upon their experience and subjecting 
it to some form of critical appraisal. 
however, the question remains as to how honest students were in 
tneir responses to the RDI, other instruments and interviews. There is 
clear evidence, reviewed in Chapter 2, that it is fairly easy to fake 
LT.ei scores; similarly, it is felt that the RDI is also open to 
"faking good". fhe movement in the first year towards the level of 
tutor RDI scores may therefore be interpreted as impression management, 
as adoption of a "front" presented to tutors. Further* the interview 
responses may be seen as a "psyching" process (Clesen and Whittaker, 1968); 
giving the tutor what it is felt he wants to hear. The research 
itself argues for the existence of a college/school perspective which 
is used by student to produce situationally appropriate responses. If 
L.iis is held to generally characterise student responses to college 
situations, how much reliance can be put on student responses to 
questionnaires or interviews? 
fhe investigator claims that three pieces of evidence may be taken 
as sins that, although results presented in this research may be 
susceptible to "psyching", nonetheless such results have validity. 
• First, the movement in RDI scores represents a trend familiar in 
higher education: a shift towards more liberal positions. such findings 
are common in studies not only of teacher education but of student 
groups in all forms of higher education. it would have been surprising, 
it is held, if no change had been recorded on any aspect of she RDI 
over the three years. it seems unlikely to the investigator that such 
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results are due solely to machiavellianism on the part of the students. 
The ;DI score movements observed are generally to be expected in the 
light of other research evidence. 
Second, there is some evidence provided by the Lie scores available 
from the i4senck Personality Inventory, Form A, administered in the 
first and third year. The results are shown below: 
Lie Score 
Eysenck Lie Score 
Year 3(end) Year 1(start) 
0 6 5 
1 14 20 
2 22 32 
5 27 21 
18 17 
9 
6 2 
3 1 
  
105 
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Eysenck comments that: 
"If only Scale A or Scale 	 is employed an 'I' scor ,  
of 4 or 5 would be considered to constitute the 
cuttinb point where Inventory answers ceased to be 
acceptable". (Eysenck, 1964, p14) 
Thus, it would appear that nine first year students and three 
third years may be classified as "liars" on the :PI. It could be held 
that such students should be excluded from the RDI testing. however, 
identification of the students show that the three third year "liars" 
had lie scores of only 2, 2 and 3 in their first year, and the nine 
first year "liars" all scored four or less in their third year. 'Ine 
correlation between the lie scores in first and third year is 0.4581 
(whilst the coefficients for Extraversion and Stability are 0.7089 and 
0.6753 respectively). Further, of the seven third year students who 
scored five, only two recorded a score of five in their first year. 
Thus, the only lie scale score used in the investigation would appear 
to be of very limited help in identifying potential and consistent 
"liars" throughout the course. 
Further, the :;PI lie scores appear to show that in the third year 
a higher level of honesty of response appears to apply. It could be 
argued that at the first administration of the :PI (and other 
instruments) there is a greater tendency, or temptation, to "fake good" 
than in the third year. Students on their first day in college are 
confronted by a problematic situation. An unknown researcher - who is 
also a college tutor - asks tnem to fill out certain questionnaires. 
'rho higher level of lie scores could be taken as evidence tliat students 
wish to put on a good face", to show the "right" attitudes. It could 
therefore be argued that concern for impression management is at its 
height on the first day of the course even although "correct" recponsea 
are not fully known. Usually students are not required to commit 
themselves publicly on the issues presented in the RDI so early in a 
college course. nevertheless, in spite of a possible COOC211 to 
ive the "right" responses, 1:hus inflating the RDI score, 	 is of 
much interest that at the end of the first year, a significantly 
higher level of scores is recorded. This could be regarded as 
representing a substantial shift in level of group response. Thus, 
although the RDI results are regarded with some caution by the 
investigator, it is held that they are not rid:hout significance in the 
context of the investigation as a whole, even although it is maintained 
that they are probably never free from the operation of some form of 
college perspective. 
:ore convincing tc the investigator are the discussions held with 
the interview sample members. Clearly, personal judgment enters here, 
but it is claimed that the interview students, particularly in their 
second and third years were characterised by a high decree of 
honesty of interview resporse. Opportunity was taken to ask 
individual members about how much their replies could be relied 
upon if they areued for the existence of a college perspective. There 
was agreement by all students, that in that face-to-face situation, 
with confidence in the inteerity of the investigator, honesty could 
be assumed. In the third year in particular, when the investigator 
was not a member of the college staff, but was still in very re'ular 
contact with the interview eroup, the relationship wa3 felt to be 
one which would encouraee frankness of expression. 
 Although the 
RDI, it is areued, is treated in some measure as a "college" exercise, 
it is asserted that the interview and participant observer elethods 
provides material which, for a study of professional cociolisation, 
is representative of the process as seen by students. It is claimed 
that this research, like that of e-eipman in England, and Decker and his 
associates and. that of Olesen and Whittaker in the United 2etetes 
provides a valid description of professional preparation because of 
similar methodoloey.e This depends 8.3 much on the acceptance of the 
validity of the observers' accuracy of perception and interpretation 
of student behaviour as upon analysis of questionnaire dote. The 
areument of the precedine chapter is thatathoueh students are eneeged 
in constructing; and maintaining "fronts" for application in particular 
circumstances, they recoenise this process and give a .genuine response 
in interviews with an investigator who enjoys their confidence. The 
redefinition of attitudes to children and education noted over the three 
years is taken by the investigator as evidence of honesty of. response. 
The model set out in Chapter 3 has served as a bacis foe this 
investigation of professional socialisation. The conceptualisation 
and the methodology remained relatively unchanged throughout, the 
period of the investigation and it is argued that the model used 
represents an adequate structure for study of the experiences of 
student teachers in a college of education. Certain weaknesses are 
present in the research(1) but it is argued that the study of the 
college as a social system and the analysis of the interaction prccess 
together with the nature of student responses to their experience 
represents as accurate a picture as it is possible for a siale-
handed researcher to produce. The use of the concept o perspectives 
has been more widely used than is usual, and it may be preferable in 
future studies to separate out notions of commitment, identity and 
role conceptions from the deAtlopment of perspectives which relate 
to students' views on the course itself and strategies to deal with 
its demands, In a study of the relationship between person, situation, 
institution and profession the model provides a framework for under-
standing the process of professional socialisation. 
Recommendations relating to professional preparation  
It is felt appropriate to make suggestions which have general 
application to the professional socialisation of student teachers 
rather than recommendations which refer particularly to the college 
studied. The grounds for this lie in the fact that the investigator 
feels that the preceding chapters, although analysing structures and 
processes in one college, nonetheless identify certain principles which 
(1) its: exesple: 
a) The third year questionnaire and College Environment Index 
were answered anonymously. It is unfortunate that personal 
estimates of chance cannot be compared eTit'e RDI changes. 
b) A more rigorous statistical analysis of scores could haita 
been undertaken. The major orientation of this study argues 
against such treatment. 
c) The validity of the instrumental/expressive dichotomy used in 
the RDI may be questioned on the grounds of its identification 
in practical teac1-11: situations. 
apply to all students in teacher-training. Further, it appears 
likely that imminent structural changes in teacher education may 
result in the disappearance of the college in its present form. 
The proposals are adumbrated only and relate to what the 
investigator feels are major issues identified by this research. Thus, 
they relate to structural features of colleges; to role and status 
socialisation; to the need for a more rational and analytic approach 
in college courses; to a consideration of school practice and the 
need for closer school and college links; and to the place of main 
courses in the initial preparation of teachers of younger children. 
The discussion is necessarily characterised by brevity and 
generality as it is felt inappropriate to specify in detail the precise 
working out of such proposals. The concentration is upon principles 
which could be acted upon in the light of local circumstances. Further, 
there is no attempt to prescribe a complete curriculum for colleges 
of education, but rather an attempt to suggest some ways in which the 
quality of professional preparation could be improved. The investigator 
is aware that such treatment does not consider the difficulties of 
implementation and that it omits discussion of other important factors. 
The institutional factor which appears to create major problems 
is that the initial preparation of teachers is largely carried out 
in single purpose institutions which are not only insulated from 
contact with other professions, but which enjoy only limited contact 
and ambivalent relationships with the institutions in which students 
will spend their professional lives - the schools. On the 	 point 
it is clear that the isolation of the colleges is recognised (epartment 
of Education and Science, 1972), and it seems very likely that future 
structural developments in initial training will be moves away from the 
monotechnic-type institution. The investigator recommends the 
acceleration of this process. 
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The second point — the relationship between professional 
preparation and practice — is felt by the investigator to be more 
crucial, for in the college studied it results in the development of 
perspectives which sharply dichotomise the college and school experienced)  
Recommendations to improve the effectiveness of the professional 
socialisation of student teachers should therefore be geared to 
synthesising these perspectives. Thus conceptualised, a central 
feature of the process of professional socialisation becomes not an 
attempt to ensure invariable consistency of presentation of norms, 
values and prescriptions, but rather an attempt to ensure that these 
inconsistencies are recognised by students, tutors and teachers; that 
inevitable inconsistencies are acknowledged, and that institutional 
arrangements are made to reduce other inconsistencies in order to 
prevent the development of cynicism or rejection of the college 
experience. 
'This implies that clear specification is required of criteria 
upon which college tutors judge the success of school practice or 
college work. It is recommended, therefore, that in individual colleges 
meetings of tutors and heads and teachers in practice schools should 
work out joint policies on assessment. This would inevitably mean 
examination of criteria for judgment of effective teaching. Such 
criteria should be made public to students (who should also be involved 
in such meetings) and could form the basis for ongoing discussion 
throughout the three year course. Similarly, the objectives of college 
presented, work should be made clearer to students and should themselves 
constitute subjects for critical appraisal by students and staff. 
(1) It is held that such rerspectives are not peculiar to the college 
studied, but generally characterise students in colleges of education. 
Detailed studies of individual colleges are required to test this 
assumption. (The work of Shipman (1966) and Finlayson and Cohen (1967) 
appear to support the assertion). 
It is suggested that much of the reason for conflicting 
interpretations of the objectives of the college course held by 
students and tutors flows from a misunderstanding of the nature of 
professional socialisation. It should be clearly recognised that 
adult socialisation does not necessarily mean changing the individual; 
it may simply imply confirming and extending existing. attitudes and 
behaviour patterns. Once socialisation is seen in this way it is 
argued that a major obstacle to the construction of more suitable 
courses is removed. Lack of recognition of this crucial distinction 
issues, in the college studied, in an emphasis by tutors on value-
change rather than upon acquisition of teaching skills, and an 
underestimation of the importance of the student peer group as the 
prime source of emotional satisfaction. The college's constant stress 
on relationships may overlook that these can be best fostered between 
teacher and pupil through successful performance of tasks. 
2he investigation shows that students possess a high level of 
concern for children as individuals. They enter college with, if 
anything, an idealistic conception of children and teaching. The values 
of college, highly person-centred, require therefore no dramatic or 
traumatic value chance in this respect. Students° expressive involvement 
with children is already hish, possessing as they do a diffuse 
generalised commitment to education expressed as a strong desire to 
"help". The college is therefore perhaps mistaken in its major 
emphasis upon status-socialisation rather than role-saocialisation. 
It can be argued that in college procedures there is the assumption 
that tutors possess a monopoly of quality of feeling for children or 
sensitivity in the matter of personal relationships. Concentration 
upon the expressive, upon attitude change, may assume that entering 
students have wrong attitudes, or insufficiently sensitive ones. 
Students do in fact enter college well disposed towards children 
and they interpret their subsequent experience of the course with 
is emphasis upon attitudes rather than developing specific skills as 
insufficiently preparing them for classroom teaching. Such 
interpretation promotes the emergence of the academic/practical and 
school/college perspectives. 
die expectation of students is for training in the skills and 
techniques of teaching. They are prepared. to take for granted the 
tutorial concern for principles, centring largely around personal 
relationships, expressing rather a demand for more specific instruction 
geared to classroom practice. What is recommended is that colleges 
could do more to meet students' expectations in this respect. This 
could be implemented both through Part III courses and through work 
in (rather than visits to) schools from the start of the course. This 
combination of curriculum courses and practical work in schools could 
be thought of as "applied education units" to be undertaken alongside 
the study of the theory of education and main courses. What is 
required is an analysis of the elements of the teacher's role at each 
school level, with identification of the knowledge, skills and 
procedures which can be taught in initial courses. Such applied 
education units would need to be set within an adequate theoretical 
framework(1) presented to, and analysed by, the students. 
(1) ns a minimum it is felt that a college of education should be able 
to offer such applied education courses in arts and crafts, dance and 
movement, music, drama, physical education, environmental studies, (and, 
for middle school students, history and geography), mathematics, general 
science, religious education, teaching of reading, infant school methods, 
junior school methods, middle school methods, creative writing and 
speech, English, social studies, a foreign language. The theory of 
education courses, acquainting the student with the disciplines of 
education, would form the background to such courses. Concurrently there 
would be opportunities to practice, with children in local schools, the 
skills acquired through these courses. In urban areas it is felt that 
such arrangements could be satisfactorily effected. The model for such 
professional preparation is more fully set out in Booth and Ross (1972). 
fhe difficulties attaching to such a prescription are illustrated 
in ison and Croll's (1971) finding that 76 per cent of their sample 
of staff in six colle;7es of education report that "Students often fail , 
to ;.rasp the intended professional relevance of s particular course 
in the collee proramme". Ais comment is a wry reflection on the 
same researchers' finding that 75 per cent of tho students thought 
that their colleges did not try or tried only a little to develop their 
derstanding of the classroom situation. In the collee studied tutors 
cf-ilarly commented on the students' lack of understandinE of the 
purpose of Part III courses. Nevertheless, it is clear that students 
are generally dissatisfied with their preparation for the classrooms 
The investigator feels that it is throug4: comprehensive provision of 
applied eduostion coursers and frequent opportunity for practice of 
skills that dissatisfaction could be lessened. 
There is a need in the professional preparation. of teachers for 
a stress on the rational and analytic; for a concern to develop 
qualities of judgment, imagination, insight, objectivity and di -erhment. 
such qualities are not the prerogative of main courses (se. below 
pp 46-69). The Colleges stress an stetus socialisation, although 
vitally in:portent in its streta on an intuitive approach. to relation
ta-ips, nonetheless neglects opportunities for reviewing: those many 
elements of teacher role which lend themselves to a rare a:lalytical 07 
structured approach The concentration upon the affective life 
results, it is argued, in the underplsyiug of the role of intellect in 
exasining professional behaviour. Both classroom techniques and 
inerporsonal behaviour afford. many opportunities for analysis, 
1. ,.4flection Ghil practice (4tones and Lorris, 1972; hargreaves, 1972). 
Changes in the college curriculum should be wadertaken with a 
view to 7.4intaining its concert for the personal. What is needed is 
the adoption of a more ricorous approach to professional preparation 
and a concentration more specifically upon teaching certain aspects of 
classroom skills within a conceptual framework which both ensures 
that the freedom of the learner, the student, is not violated, and 
isiL=Lch enables her to understand the relationship of the particular 
piece of behaviour to a more general theory of teaching. 
The danger of providing applied education courses solely geared 
to a role socialisation conception is a. tendency to overlook the 
rational basis for teacher behaviour. Too narrow a definition of 
initial preparation could devalue it into a set of specific prescriptions 
for action. It is accepted that students need to hold principles in 
consideration of which they will act - action based on rationality. 
nonetheless, the investigator believes that to over-emphasise this 
danger would be to undervalue the students' ability to generate 
principles from specific cases, and to act, in the light of those 
principles according to the circumstances of the situation. It must 
also be remembered that in-service education is accepted as a necessary 
part of professional education. Such in-service education can offer 
both theoretical study and opportunities to retrain in practical skills. 
Thus, the investigator recommends a "minimum competence" conceptual-
isation of the college process, with students acknowledging the 
preparatory nature of the course. The move into teaching is therefore 
a 
seen not as/dramatic transition point, but as part of a gradual 
process of increasing professionalism. 
The research illustrates the great importance of the first year, 
indeed the first tern in college. In the college studied, 
Introductory course serves to present very early in the course, an 
inappropriate model to the students. It runs counter to their 
expectations and accelerates the construction of conflicting perspectives. 
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Its replacement by courses which focus more directly upon learning 
of classroom skills would be more relevant to student needs. Student 
expectations are particularly sensitive at this early point in the 
college course and the research suggests that many students are "set" 
in undesirable professional orientations by their experience of the 
first term. There seems little reason why the legitimate professional 
expectations of students should not be met, and met as early as 
possible in the course. The early provision of applied education 
units could modify the development of perspectives which define college 
activity as of very limited relevance to the classroom. 
There is a need for closer involvement of schools and colleges. 
Such involvement requires, in the view of the investigator, structural 
arrangements, rather than reliance on informal expressions of intent. 
The major mechanism would be in terms of staffing of colleges and 
schools. Greater use of joint appointments is therefore recommended, 
with some tutors teaching pert-time in schools and with teachers 
undertaking certain specific responsibilities in college. Further, 
experiments need to be made with secondment patterns to enable 
appointment of outstanding teachers to take responsibility for applied 
education courses. This would not only provide greater variety of 
role models available in college, but would also reduce the increasing 
differential valuation which students -ascribe toe tutor and teacher 
role models. Visiting and supervision of school practice is not 
sufficient in students' eyes to sustain tutorial credibility in respect 
of pedagogic advice. It is considered significant that the tutor who 
enjoyed highest status among students for her Part III course undertook 
a regular teaching obligation in a local school. Whilst it is 
recognised that such a recommendation carries major implications for 
career lines of college staff, nevertheless the teaching of applied 
education units by staff actively involved in both institutions is 
felt to offer considerable opportunities for the improvement of 
college preparation. 
In relation to school experience in the course, whilst students 
are characterised by their strength of feeling towards children, 
there is little doubt that teaching practice is increasingly seen as 
an ordeal, an experience to be survived rather than an opportunity 
to practice professional skills and to increase understanding of the 
teaching-learning process. Part of this difficulty has already been 
located in the students' lack of skills to practice; part inheres in 
their status as students. he student role, although functional in 
legitimising error, can, on school practice, inhibit the development 
of a professional identity. A major problem of professional 
preparation is how the college and school can give the student greater 
status to assist this development. 
It has been noted that a student's self image as a professional 
in conditioned in a major way by how significant others see ler. 
(iiuntingdon, 1957; Zimpaon, 1967). The implication here is that 
until tutors, teachers and children begin to define her as a. teacher, 
the student's self image will be slow to develop. Certain arrangements 
could probably assist the process. 2hus whilst students must always 
be regarded as beginners in the profession, colleges can help not 
only in provie*ng the student with professional skills, and in 
involving her in the decision-making processes of college but in 
careful attention to school practice placing. It is the counsel of 
perfection to urge that students should not be placed in unsuitable 
teaching situations, but there is no doubt that many students in 
London schools undertake their practices in classrooms which would 
extend a well-experienced teacher. One solution for reducing the 
pressure on practice places lies in a reduction of the number of 
colleges. Such remedy is hardly within the courses of action open 
to an individual college, however, in the college studied the 
continuance of the Suffolk practice appears very desirable, for 
although it appears unrelated to success on the final practice (as 
measured by tutors' assessments)* it provides a welcome variety of 
experience for the students. 
4aat is recommended is that colleges should examine their school 
practice pattern and placing using the concept of the applied education 
unit to provide short term but intensive school experience. £his 
argues for a modification of curreae conceptions of school practice, 
supplementing it with the development of teaching skills within college, 
using, for example, microteaching techniques, simulations and 
interaction analysis using videotapes (Ceihson, 2.969). eo develop 
an adequate self image of themselves as teachers it is vital that 
students experience success in a classroom situation, and such 
substitute activities must be quickly followed by practice in schools. 
ihis requires a flexibility in college and school procedures which, 
at present does not exist, but which is urgently needed. 
Further, on longer periods of practice teaching colleges could 
focus more upon assistance to students than upon assessment. This 
would imply abandonment of any grading scale other than a simple 
pass/fail dichotomy. In the investigator's view far too much time 
has been wasted in all colleges with the finer points of grading of 
practical teaching. It would be more valuable from the student's 
viewpoint if she were clearly aware of the criteria which college 
(and school) use to judge effective teaching and if she gained rapid 
feedback on her performance. 'whilst abandonment of the five point 
scale would deprive educational researchers of statistical material 
it is argued that effectively it would constitute no real loss in the 
professional preparation of teachers. similarly, the keeping of school 
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practice files is a college requirement which would benefit from 
critical appraisal to pare away many of the irrelevancies which 
students feel the college expect from them. More regard to analysis 
of the classroom situation and to children's learning success end 
failure located in teaching methodology would, it is suggested, be 
more valuable than the discursive discussion currently adopted and 
accepted in such files. 
From the school viewpoint certain procedures could improve the 
experience of practice. First, the appointment of professional 
tutors in schools is strongly recommended (Gibson, 1972b). This 
would give students immediate access to both affective and pedagogic 
help. 1econd, schools could ensure that students are given colleague 
status, accepted as members of the staffroom and afforded a voice in 
staff discussion. The institutionalisation of initial training in 
colleges of education has in the past, resulted in unrealistic 
expectations for college outputs - the "complete teacher" model. Closer 
co-operation would result in shared responsibility for preparation 
by schools and colleges. Until all members of the profession accept 
the need for continuing professional education, shared by the members, 
the school experience of students will be less valuable than it might 
be. The minute of such a proposal (referring to a student as "Miss X" 
in conversation with children, rather than "the student") cannot be 
spelt out here, but in the everyday life of the classroom it is of 
vital importance in aiding or inhibiting the development of an 
adequate self-image. Such arrangements could facilitate the more rapid 
growth of the independent perspective on school practices. 
Finally, in relation to main courses it is recommended that their 
appropriateness for students preparing to teach younger children 
should be radically questioned. The traditional argument has been that 
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main courses contribute to the student's "personal development". 
Such a conception is felt to be inappropriate for many of the students 
in this study. It appears to equate "personal development" with 
academic study; and it implies that such development cannot be 
effected through the study and practice of education itself. Further, 
it neglects the fact that the teacher of infant or junior or middle 
school pupils must necessarily teach a wider ranee of subjects than 
1-.er secondary colleague. There appears no real reason to the 
investigator why the personal development of the student could not be 
undertaken other than through main subject courses. There is a 
strone case that such students should have the opportunity to devote 
more of their time to the study of the applied education units sketched 
above. 
It is therefore recommended that structural and procedural changes 
should be mede to allow students to vary the balance between the three 
major elements of their course (main subject, theory of education 
and "applied education"), such that for some students the Jain course 
element could perhaps be as little as one-eighth of the timetabled, 
or assessed work. The investieator feels that applied education 
courses, in conjunction with study of the theory of education(1) offers 
similar opportunities for the development of judgment and insight as 
main subject. Thus, for First School students (who will be responsible 
for the whole range of their children's school learning) it is envisaged 
that five or six units could be studied in some depth over the course. 
For Middle School students perhaps three or four units could be under-
taken in depth. It leeains the assumption of the invostigeeor however 
that both these groups of students would need to undertake, in lesser 
depth, a eider range of applied education units. 
(1) Using a team teaching approach in co-operation with main course 
tutors attempts could be made not; only to provide a eeoundiee in content 
and methods of teaching the subject areas, but also to identify the 
logical and psychological aspects of such subjects. 
Future investications into the professional socialisation of student  
teachers  
This final section makes suggestions of major areas requiring 
tsrther research and argues for a variety of methods of investisation. 
A study of the professional socialisation of student teachers 
involves measuring the impact of college upon attitudes, knowledge 
and skills. Further, it involves assessing how this impact, at the 
level of attitudes, issues in action both Burin the course and later, 
in full-time teaching. For the investisator, "issuinc in action", 
however difficult to measure, is the crucial test of how college has 
really affected students. The point has been well put by A.R. Cohen: 
"Until experimental research demonstrates that attitude change 
has consesuences for subsequent bensviour, we cannot ne certain 
that our procedures for inducing change do anything more than 
cause cognitive realignments". (Cohen, 1964, p133) 
Such a position implies that future studies should follow the 
student into full-time teaching and attempt to examine how values and 
attitudes expressed in college are related both to later expressions 
and to action. Thus, what is needed are studies to test how far 
professional values are internalised - for until their internalisation 
takes place, the process of professional socialisation is incomplete. 
Such studies would test the level of acceptance of values both by 
responses to attitude inventories and by observation and recording of 
classroom behaviour. These studies would continue beyond the first 
year of teashins and would take account of the institutional context 
in which the teacher operates: the characteristics of the school fn 
which she teaches. 
such researches imply both specification of the characteristics 
of professional socialisation, and longitudinal studies of sroups and 
individual students. The focus upon a model of professional socialisation 
would imply for example that early in the course investisstions would 
concentrate on the nature of students' self imasesend professional images, 
1+71. 
would study the nature of chsnFes in these durire the course and 
efter it, particularly in relation to role models encountered; and 
would examine the nature of the development of professional identity 
and commitment. As indicated in the preceding chapters these are 
not simple phenomena either to specify or to measure, but without 
attention to they, the study of professional socialisation of teachers 
will remain at the comparatively trivial level which has generally 
characterised past studies. 
The necessity for the study of individual students, incorporated 
into investigations following the pro-ress of groups throw.;_ college 
and into teaching, serves to emphasise the essentially interdisciplinary 
nature of the study which professional socialisation requires. Case 
studies are needed which would nive extensive data on those students 
who do show chances as measured variables; on those students who do not  
show such chances; and on those students who leave the course before 
certification. The study of individuals would facilitate disect 
observation of everyday behaviour and would allow such issAual 
students to introspect upon experience, thus allowinn for e ore 
reflexive approach to the problem of professional socialisation 
(Garfinkel, 1967). Further, longitudinal studies of groups end 
individuals would give opportunity to take frequent "sound.'..: s" through 
questionnaires, interviews and observations which would avoid the 
oversimplificationsof cross sectional studies (Dickson, 1965). 
What this investigation shows clearly is the vital necessity for 
future studies to take account of the institutional settin 	 ' the 
socialisation process in college and school. Thus, investisstions 
are needed of the structures, processes and values of particular colleses 
and schools together with attempts to assess the impacts of ,hose 
particular institutions upon students and teachers. A sodel sinilar 
to the one used in this investigation would be of value to probe the 
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normative and attendant sanctioning systems of a colle7e evidenced 
in its formal and informal structure. This would involve detailed 
analysis of courses and assessment procedures end a consideration of 
the nature of authority in college or school and. its relation to 
teaching or leadership styles adopted by students on practice or in 
qualified teaching. The availability and influence of reference croups 
and role models would be a particular focus of enquiry. 
The importance of the student peer group in the process of 
professional socialisation is only slowly bein acknowledged in 
Zritain. More studies are needed of the types of . _trouping in the 
informal structure of college. Attempts are required to identify the 
nature of student subcultures in colleges of education. These will 
become even more important as the nature of the intake diversifies and 
as colleges become less monotechnic in character. The orientations of 
groupings identified must be compared with those of the staff of the 
colleges to discover if substantively different views of 	 course 
and its outcomes are held by students and staff or between different 
zroups of students. 
This study heti suggested that little interaction takes place 
between year groups in the college studied and that the year group 
is an important source of identity for the student. Studios are 
needed of the nature of inter-year interaction in the formal and 
informal structure of colleges. Such studies would seek to neasure 
its effect upon the emergence and maintenance of stereotypes held by 
students of staff attitudes and objectives, and of "formulae for 
success". This implies research into the effect of residence at 
particular institutions of a more closely focussed style than those 
of Brothers (1971), resembling nore those of Newcomb (1943) and 
Vreeland and 3idwell (1965).  Further, with the potential growth of a 
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higher proportion of non-resident students at colleges and universities, 
the effect of living at home upon students will become an increasingly 
important field for study. 
What is vital is that studies should be undertaken of the nature 
of personal interaction between student and student, and student and 
teachers and tutors. It has been argued that professional socialisation 
is of the commonplace. It is embedded in: 
"the frequently banal, sometimes dreary, often uninteresting 
world of everyday living". (Olesen and Whittaker, 1968, p297) 
Although it is held that this observation is only partly true of 
student teachers (as they clearly see periods of school practice as 
regular crisis points in the course, representing a sharp contrast to 
the more easy-going pace of life within the college), nonetheless in 
its stress on the ongoing social process at the level of individual 
experience, it illuminates the importance of everyday personal 
interaction in the socialisation process. For Olesen and Whittaker 
professional socialisation did not occur in the "abstract or exaltinb", 
but in the mundane, in the: 
"minute starts and stops, the bits of progress and backsliding, 
the moments of reluctant acquisition of a new self and the 
tenacious relinquishing of the old..." (p 297). 
The implication of this study for future investigations is clear. 
Such studies should examine how the participants in the progress 
interact and interpret their experience. 
Clearly too, studies are needed of student types in relation to 
colleges and college courses. There is some suggestive evidence in 
this investigation that the college attracts only a limited range of 
the available student population, and that its selection procedures 
are such as to deny entry to applicants with particular characteristics. 
Thus, studies need to be undertaken of the characteristics 
of students applying for teacher training as against other forms of 
higher education; of applicants and acceptances in particular colleges 
as against other colleges; and of student members of different courses 
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within the collenes. Whilst a certain amount of information is 
available in the first area, very little is knownin the other two. It 
is surnTested that selection for colle7es is made upon the basis of 
criteria which, if not public, are nonetheless implicit in college 
1)rocedures. Studies of individual institutions could make clear those 
criteria and examine how far such criteria make for conformity or 
otherwise as characterising the student body during its experience of 
collene. 
Such studies could well take account of the anticipatory 
socialisation of students, examining how such input variables as age, 
previous teaching experience, social class or academic attainment have 
influenced the choice of teaching as a career; and how far the 
decision to teach has been affected by significant others e:n3ountered 
prior to college. With the prospect of the decision to teach beinn, 
for many students, delayed until after two years of experience of 
educationfthe study of anticipatory socialisation will present 
new opportunities for research into teacher education. 
Such feels upon the institutional settinn would enable research 
into the accuracy of student perception of college. It is nnaaested 
that students may, through stereotyping, oversimplify and dintort the 
expectations of collen-e. The development of the collene/ocThol 
perspective in this research is some indication of this phenomenon. 
A closer study of tutors* expectations and behaviour would, it is 
suggested, reveal that individual tutors do not fit the stereotype of 
"activity methods" implied to them, being more concerned for a balance 
of nethodolony and behaviours. Nonetheless there is no doubt that 
such conceptions do exist in the minds of students. Studies are 
needed, on the lines of Biddle's examination of shared inaccuracies 
in teacher role expectations, of what students feel tutors expect of 
them and a comparison of these expectations with tutors* actual 
expectations (Biddle, Rosencranz, Tomich and Twyman, 1966). A 
wider focus upon professionalisation would examine how far students* 
expectations for role socialisation, rather than status socialisation, 
compared with expectations of other members of the profession. Thus, 
studies could usefully be undertaken not only of tutors* expectation 
for socialisation outputs, but for those of heads and teachers also. 
It is suggested that studies which are not needed are those 
which are not related to the institutional context or those which 
concern themselves with correlates of the final teaching practice 
mark. of the first, enough has been shown already to demonstrate the 
vital importance of considering the socialisation setting. Of the 
second, it is suggested that there has been excessive concern in the 
past with the teaching practice mark which, in reality, has little 
or nothing to do with later teaching experience. The issue of what 
constitutes effective teaching has undergone major but inconclusive 
research in the United States. Uhat is needed rather is identification 
of what any particular institution, or group, or individual tutor 
or teacher considers to be "effective teaching". This, it is argued, 
needs to be studied in terms of specification of behaviours appropriate 
in classrooms, and related to particular school Lettings. The 
important question for the researcher into professional socialisation 
then becomes a study of how students acquire the attitudes, knowledge 
and techniques that the institution in which he finds himself deems 
important. Thus, it is argued that analysis in relation to practical 
teaching marks of instruments such as the RDI, MTAI or Manchester 
Scales represents a sinFularly otiose research exercise, even more 
so when no account is taken of the school or college situation. 
The importance of school practice experience in the socialisation 
process is clearly seen in this study. Its importance is matched only 
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by its almost total neglect by British educational researchers. 
Studies are needed to examine the impact of school practice, both in 
its effects on student behaviour and attitudes in school and its 
influence on attitudes to the teacher-training course as a whole. 
Studies of actual classroom behaviour and the effect of students 
monitoring their own performances are felt to offer opportunities not 
only to increase knowledge, but to improve practice (Wragg, 1970). 
Further, studies are needed of the contribution of "supervising 
teachers" to shaping the role expectations of students. McAuley (1960) 
and Johnson (1969) have j_ven some indication of their importance in 
American school settines. Some finely focussed studies of a relatively 
small number of students and their supervising practice teachers 
could be illuminating. These studies would examine how far such 
teachers shape students' attitudes or techniques, With the rapidly 
approaching appointment of professional tutors (Department of Education 
and Science, 1972) who would be concerned not only with the induction 
of newly qualified teachers, but with students on school practice, it 
is vital that research is undertaken into how such school based tutors 
will affect the process of professional socialisation (Gibson, 1972b). 
The methods of future investigations into professional socialisation 
should be chosen in the light of Taylor's comments on educational 
research: 
itducational research) is more likely to be successful and to 
be used if it is multi-disciplinary in its approach, if it is 
undertaken with a clear awareness of its scientific limitations, 
and if its practitioners have an adequate awareness of the range 
and content of relevant work in the disciplines on which they 
draw ... 
	 In other words, there is a need for several models 
of research". (Taylor, 1969b, pp224-225) 
Taylor goes on to argue that researchers into teacher education and 
into other aspects of education have been too hesitant in recognising 
the existence of these different models: 
"We have apotheosized the controlled experiment, the 
limitation of variables, the careful tests of statistical 
significance, the precise question and the modest 
conclusion". (Taylor, 1969b, p225) 
Similarly Olesen and Whittaker (1968) referring specifically to 
professional socialisation are critical of before and after research 
designs which take no account of the actual experience of students 
and staff. They argue for efforts to reveal what constitutes reality 
for the individuals and groups involved in the process in any particular 
institution. 
Such viewpoints, together with the evidence of this study, show 
that as the process of how students become teachers is a multidimensional 
one, it calls for a variety of methods which cannot be drawn only 
from the natural sciences. The methods used. in this study, applied 
with more sophistication by a team of full-time researchers could 
yield valuable findings about with the process. Questionnaires are 
relatively easy to fake and at best yield only partial insights. The 
criticisms of the MTAI made in Chapter 2 apply equally to the RDI and 
Manchester Scales used in this study. Such instruments, notwithstanding 
the sophistication of their construction and the opportunity for 
complex statistical treatment they afford, are basically, it is argued, 
naive and simplistic. They relate only slgatly (if at all) to actual 
classroom behaviour, and, used alone, they neglect the extreme 
complexity of the social processes which form the background of their 
application. They provide data which, whilst describing croups in 
very broad and general terms, are open to misinterpretation and over-
simplification. There is a need for use of such instruments to be 
balanced with analyses of the institutional setting and personal and 
group responses, employing, interviews, observation and examination of 
the institutions manifest and latent structures and processes. 
Further, the methods of study must be such as to be able to probe 
accurately the students' views of the process in which they are involved. 
The dantl-er of simple input/output -Aadels, before/after dee: j a is 
that they may assume passivity in the stude-lt. The professional 
socialisation process is seen as something undergone by the student; 
he is acted upon and moulded with little chance of influencin 
outcomes. hather, the conceptualisation of the student should be that 
assumed in this research: as an active choice making factor in his 
own socialisation. Such an assumption would mean that tho student's` 
view of the process is at least. as important as that of the tutors or 
the researcher's. It sees the student actively, not passil.ely, 
involved in shaping his present action and future behaviour: 
"The students do more than simply talk back: they are, in 
fact, actively involved in the shaping of existential 
situations in which acquisition of professional and adult 
role behaviours occur". (Giessen and Whittaker, 196n, p8) 
It implies using research methods which are not necessarily concerned 
to produce quantified and reified results and involves questionini.; 
whether the traditional use of attitude inventories has rtic. to do 
with how the students ordinarily live their lives in and out of collet©. 
It will strive both for description and analysis of lone ism and 
iediate situational problems facinc students in college end school, 
and for similar treatment of how the students therselves interpret 
such situations. Finally, it acknowled(es that students' actions will 
be related to their self imace of themselves as teachers and their 
belief.) about their future careers and the pressures which will exist 
for them as teachers. It is for these reasons that future studies of 
professional socialisation should be characterised by electicism of 
tne0,4 and uethodoIc i ll and must ettempt to relate the initiatives and 
responses of the individual and the .,roup to their immediate situation, 
to their institutional settin, and to the societal context in which 
all are involved. 
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Appendix1 
Correlation Matrices 
Matrix I 	 Classroom Observation Schedule Scores, RD' Scores, 
(pp 4n-483) 	 Final. Practice Mark. 
Matrix 2 	 College Environment Index, Third Year ',.uestionnaire 
(pp 454-485) 
	 (answered anonymously) 
matrix 3 
	
Collee Assessments, student attitudes and 
(pp 48t-492) 	 characteristics. 
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Appendix 1  
Correlation Matrix 1  
Classroom Observation Schedule Scores, RDI Scores, Final Practice  
Mark 
37 students: 25 variables  
(Chapter 7)  
05 = .325 
01 = .410 
Variable  
No 
1 	 CO. item 1 	 Praise 
2 	 2 	 Contact 
3 	 Choice 
Groupin 
5 Links 
6 	 6 	 Learning; 
7 	 7 	 Authoritarianism 
3 	 Flexibility 
9 	 involvement 
10 	 10 Discovery 
11 	 11 Motivators 
12 	 12 Lesson Assessmet 
13 	 13 Potential 
14 	 14 Difficulty 
15 RDI item 5P Choice 
16P Motivators 
17 	 29P Group in`; 
17 	 31P Praise 
19 	 53 Choice 
20 	 16S Motivators 
21 	 29S Grouping. . 
22 	 31S Praise 
23 Final Teaching Practice Mark 
24 RDI Total Primary 
25 RDI Total Secondary 
Full details of COS and RDI are given at Appendix 3 
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Correlation Matrix 1 
Col 
	 Col 	 Col 	 :;o1 	 Col 	 Col 
1 	 2 	 3 	 4 
	
9 
2. 2552 
7083 3797 
4 5030 0153 6642 
3233 2024 4931 5422 
4348 5800 5516 2787 3729 
3004 2125 1862 0943 3305 1233 
6246 3567 6629 4586 5207 4431 4463 
7157 5927 6667 4641 5241 5888 4664 5220 
10 4744 4999 5616 3650 5626 5290 2795 5409 5693 
11 
-1454 1294 0816 0395 2960 0751 0081 1566 0436 
12 5942 4261 6597 5136 5943 5943 3371 56 .6473 
3729 6637 5400 2677 3492 6120 0906 4415 6215 
14 
-0061 -5000 -016 -0097 0512 -3591 1046 
-0292 -1609 
15 0769 -0565 -2129 -0679 
-1123 
-2266 0110 -2126 -0204 
-2329 1699 -2251 -3441 
-2743 
-1454 -1422 -0417 
-2379 
2132 1252 0747 -0637 0547 0547 
-0909 .26T 1466 
2264 1258 3072 
-0289 .1984 2796 2273 22'79 14(8 
1) 0272 0832 
-0930 -0720 -0490 -1704 1339 
-0957 1214 
20 
-0349 3976 -0375 
-1426 -3114 1932 1022 0219 -0148 
21 1729 0522 -0495 -2232 0012 1322 -1120 0:43 0362 
22 1120 2950 2350 -0882 1400 323:., 1' 2077 0867 
23 5691 4671 5901 3978 4356 6196 3462 5754 5693 
24 1201 0396 1523 
-0530 0321 
-0733 0311 24'1 0609 
25 0642 1270 0534 -0191 0553 0432 1550 1225 1137 
Row 
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itOW 
11 
Col 
10 
1031 
Correlation Matrix 1 (cont..) 
Col 
16 
Col 
17 
Col 
18 11 12 13 
c01 
14 
Col 
15 
12 6509 1911 
13 4828  1913 7187 
14 -1641 -0278 -0125 -3273 
15 -1915 -1952 -1769 -1099 2340 
16 -1717 0032 -2699 -0169 -2658 -1146 
17 0984 -1406 1525 1947 1406 -0172 0953 
1918 1220 4792 2745 0422 -2244 044 1042 
19 
-2240 -0959 -0356 0517 1514 3968 1652 1":31 1:707 
20 -0029 -1304 -1346 0637 -3122 -0736 63.2. 0932 0315 
21 0434 -0877 0894 0929 2064 -1190 1137 J. 2717 
22 2256 2536 4223 3221 -0845 -2870 2157 Of':c 9102 
3 5279 1433 7132 6807 -3766 -2581 -2787 112' 2535 
714  1099 -1431 0076 0827 1708 4448 4051 34?3 
2r_j: 1900 -0307 0932 1050 2002 4381 43(1 
Row Col 19 
Col 
20 
Col 
21 
Col 
22 
Col 
23 
Col 
24 
20 2144 
21 1659 -0028 
22 1640 1502 2340 
23 -1276 -0448 1097 2957 
24 3561 3372 3253 3638 2896 
25 5293 3426 4682 3914 3451 6939 
484. 
Correlation Matrix 2 
College Environmental Index (CEI) Third I22r_uestionnaire 
	 
GriTwTedanony 
	 r mously  
105 students: 17 variables  
(Chapter 7; 
05 = .195 
01 = 
Variable  
31L, item 
	
1 Enjoyment 
2 Chan:7a as person 
3a Chan7e as teacher 
3b College responsibility 
7 Teacher imcv:e 
Commitment 
7 	 9 Value of College help 
CEI dimension 1 	 tudent 
9 	 2 Concern for Irdjviduality 
10 	 3 Social Commitment 
11 	 4 2taff Image 
12 Intellectual Climate 
15 	 Clarity and System 
14 	 7 Loyalty to ColleLe 
15 	 f humane Regulations 
9 Group Participation 
17 	 10 Lack of Tension 
chan; 
Full details of CEI and 3YQ are civen at Appendix 3. 
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Correlation Matrix 2 (cont..) 
Col (701 Col Col Col Col col Col 
2 0547 
3 1667 3534 
4 4110 2114 4552 
5 0548 -0385 0543 1148 
1430 -0659 1346 1990 2432 
2325 2649 2092 3392 1941 2723 
3 3282 0453 -0109 1725 -1099 2252 0814 
9 3903 1909 2229 4183 -0299 2469 2110 
10 1664 1882 -0278 -0084 -1376 0996 1485 5202 2189 
11 3695 2341 1619 3669 -1810 1870 3574 325 4967 
12 2572 0325 1303 1549 -0342 1843 1499 51y3 4041 
13 2138 -019 0196 2033 0422 2669 3435 24? 3037 
14 3425 0240 2349 2941 -1871 0843 2758 404') 3049 
15 309 0974 1355 3461 -0842 1963 3137 3309 5897 
1t 3291 2033 1857 2696 -1203 1334 2591 3629 4775 
17 2088 0409 0763 0489 0681 -0995 0077 -2519 -1296 
Row Col 10 
Col 
11 
Col 
12 
Col 
13 
Col 
14 
Col 
15 
Col 
10 1.0000 
11 3370 
12 4565 3132 
13 2236 4055 3652 
14 2755 3533 2431 3431 
15 3276 4752 4362 4743 4928 
16 3807 4510 3313 1319 3589 4452 
17 -2464 0042 -2069 -2987 -0788 -1122 -0670 
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Correlation Matrix 3  
(;olleae aseessments. s.udent st:.iudes ana enaaactiala:_ataLca  
105 students: 46 variables  
Cl = .254 
Variable  
yo 
	
1 	 Final TeachinE: Practice Mark 
	
2 	 Student's assessment of difficulty of final practice 
_ducation Tutor's assessment of potential (Year 5) 
Education Tutor's assessment of student as. open/closed (Year 3) 
	
5 	 :,:ducation Paper 1 mark 
	
ei 	 Education Paper 2 mark 
	
7 	 Education Course work mark 
	
8 	 Education Special Exercise mark 
Education Final mark in Theory examination 
	
10 	 EPI Extraversion score (Year 3) 
	
11 	 EPI Neuroticism Score (Year 3) 
	
12 	 EPI Lie score (Year 3) 
	
13 	 Manchester Scales. Naturalism in Education (Year 
	
14 	 Manchester Scales. Radicalism in Education (Year 3) 
	
15 	 Manchester Scales. Tendermindedness in .2ducatio (Year 3) 
	
16 	 Group Study. Tutor performance rating (Year 1) 
	
17 	 'soup Study. Tutor potential rating (Year 1) 
	
18 	 Suffolk Practice. Tutor rating (Year 1) 
	
19 	 Suffolk Practice. headteacher ratinj; (Year 1) 
	
20 	 Education Tutor's assessment of potential (Year 1) 
	
21 	 Education .-i:utor's assessment of student as open/elosed (Year 1) 
	
22 	 Second Year Practice. Headteacher rating 
	
23 	 Second 'Year Practice . Education tutor performnce ratin 
	
24 	 Second Year Practice. School tutor performance rating 
	
25 	 Second Yea Practice. Education tutor potential ratinc 
	
26 	 Second Year Practice. School tutor potential rating 
	
27 	 PI Lie score (Year 1) 
	
28 	 Second Year Practice. Staff expression of concern 
	
29 	 Education Tutor's assessment of potential (Y._ .) 
	
30 	 Education Tutor's assessment of student as open/closed (Year 2) 
	
31 	 5P1 .:xtraversion score (Year 1) 
	
32 	 EPI Neuroticism score (Year 1) 
	
33 	 Manchester Scales. haturaliaa in Educatio (Year 1) 
	
34 	 Manchester Scales. Radicalism in Education (Year 1) 
	
33 	 Manchester Scales. Tendermindedness in Education (Tear 1) 
	
36 	 RDI Primary Score Year 3 
	
37 	 IRDI Secondary Jecre Year 3 
	
38 	 RDI Primary Score Year 2 
	
39 	 RDI Secondary Score Year 2 
	
40 	 RDI Primary Score Year 1(end) 
	
41 	 RDI Secondary Score Year 1(end) 
	
42 	 RDI Primary Score Year 1(start) 
43 	 RDI Secondary Score Year 1(start) 
44 	 Age 
	
45 	 Social Class 
46 	 Academic Achievement (A levels) 
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Correlation Matrix) ((tont +.)  
Col Col Col Col Co). Col Col Col Col 
:Row 1 2 3 4 5 6 7 8 9 
1 
2 
-2713 
3 6562 -2029 
5117 -1930 7380 
5 1183 -0494 3222 2134 
1753 -0432 4954 3828 7082 
7 2219 -1034 4498 2946 5955 5869 
1712 -0867 4358 3482 5938 5855 6469 
9 2307 -1113 5034 3697 7779 7402 3326 7737 
10 0230 -0673 1064 1494 -1180 
-0235 -2739 -2343 -1866 
11 022 0889 0218 -0289 0710 -0473 0513 0022 0082 
12 1469 .1929 0122 0064 1128 0557 13c.3 1757 2090 
13 -0320 -1008 0183 0327 -1107 .0549 u.0023 .0075 -0446 
14 1903 -1201 :1466 1663 0132 .0337 0279 0265 0444 
15 
-0440 -1221 -0212 -0305 -0562 0194 -0844 -1055 -0679 
2648 -1323 3340 3877 0340 218,4 0743 12Th7 1492 
17 2591 .1837 3424 3290 0313 2204 1032 125 1534 
0308 .0368 2105 2846 0197 0866 1079 -0241 0830 
19 1364 .0308 2110 2135 0691 18.32 1)53 2392 
20 1773 .0748 2011 2623 0916 15(9 3132 190 2903 
21 08)22 0329 1235 1617 0589 0619 1444 051 1435 
1847 0139 37,3? 3E)33 2391 2201 -)r"- 22y 3568 
23 3829 -0773 5011 4634 2298 3136 3715 309, 3755 
24 3044 -0397 4166 3296 1946 254 283 5 3123 3300 
25 2204 .0970. 5257 5031 2151 3399 321+1 40,7,4 4143 
3507 -0499 4987 4291 1736 2241 3260 263: 3 3255 
27 0233 1132 -0350 -0569 0704 -0167 0647 0711 0713 
488. 
Correlation Natrix 3 (cont..)  
itow Col 1 
Col 
2 
Col 
3 
Col 
4 
Col 
5 
Col 
6 
Col 
7 
Col 
8 
Col 
9 
28 2719 0645 3503 3467 1919 1823 2695 2239 2950 
29 3314 -0242 5668 5251 2835  3817 4293 4048 4978 
30 3385 -0689 4324 6294 -0109 1397 1731 1}  9 2060 
31 0220 -0266 1282 1244 0007 1113 -1163 -072: .0548 
32 -0550 0244 -0159 0080 0375 -0707 0744 -01, 0153 
33 0260 -1385 0432 0391 -0454 -0263 0234 0317 0556 
34 0235 -0666 -0333 0147 0134 -0339 097 -0254 0422 
33 0096 -1306 -0116 0238 0792 106:7  -0303 01 0555 
76 230'3 -3015 2225 2646 -0',;0 -012 0145 -05::2 -0341 
37 2756 -3336 2535 2219 -1173 -0111 0062 -0523 0106 
1444 -0920 0427 020E; -0015 0302 -0753 042:. 0335 
39 1309 -1438 1685 1095 -0374 -0320 007 -0521 0401 
40 1011 -1295 1090 0336 1179 1499 1313 1001 
41 1303 -1003 1329 0303 0715 0533 0834 1036 
42 1719 -0762 2387 1163 1017 1500 1390 10 7  1904 
096 -0363 1169 0211 -0422 -0297 0792 -01 0504 
44 -0791 0402 -0739 -112(; -0093 0472 1327 074. 0-4; 
45 -0914 0387 0192 .0043 0429 0317 002 071 029 
46 0245 0221 1266 0947 1042 0524 0992 07'! 13?? 
Col Col Col Col Col Col Col Col Col 
10 11 12 13 14 15 16 17 13 
11 0053 
12 -2038 -1838 
13 -0198 -0153 -0792 
11 -0446 -0549 -0294 3527 
0799 -0296 0414 6183 1131 
1308 0138 -1687 0547 1013 0439 
1+89. 
Correlation matrix 3 (cont..)  
Row 
Col 
10 
Col 
11 
Col 
12 
Col 
13 
Col 
14 
Col 
15 
Col 
16 
Col 
17 
Col' 
18 
17 0903 -0117 -0946 0960 0533 0424 7993 
18 2611 -0828 -1124 1844 0860 1077 2989 3296 
19 0563 0516 0419 0177 -0281 -1622 1322 1918 3181 
20 -0626 -0161 1083 0903 1130 -0614 2958 3235 5103 
21 -0212 0597 -0249 1541 1843 o1% 1769 1001 3111 
22 0897 -0347 1710 -0291 -0305 -1902 0749 1395 1634 
23 0241 0090 2063 -0237 -0159 -0537 0835 1423 1318 
24 1366 0468 2031 -0794 0135 -0685 0660 1226 2299 
25 1534 0326 0175 0236 0940 -0441 2392 2805 2440 
26 2315 0296 0993 0275 0682 0324 2629 2703 3171 
27 -1188 -1088 4581 -1714 -1260 -0930 
-095:1  -1791 -0826 
21 0279 1214 0341 -0700 0300 -1200 -0091 -014-'," 1544 
29 1118 -0697 0757 0087 0427 -1143 1750 2400 3287 
30 2177 -0169 -0503 0387 0387 -01 ::1 3251 3734 
31 7089 042 .^ -1142 0343 0479 0577 1988 1408 2275 
32 
-029.5 6753 -266.0 0410 -0737 0289 -0549 -0270 0237 
33 -0439 -0340 -1227 3303 3553 2999 1376 1755 1185 
34 0480 -0463 -1643 0972 4846 1061 -0041 -0520 0077 
77 0303 -0571 
- 0133 3353 3396 ,1455 0380 -040o 0053 
1514 0560 -1112 4262 4422 2964 2352 2358 1963 
if 0503 -0083 -0327 4783 4697 3034 0619 0951 0684 
0127 0540 0365 1039 1156 1261 1090 0743 
-1005 
39 -0034 0030 -0098 3373 3449 2265 0055 0r 1 1016 
4o 0153 -0527 -0132 3202 2357 3388 168J9 ;2035 2451 
1+1 -0141 -0552 0604 3455 3142 2803 0375 102 1200 
1+2 0135 0554 -0721 2594 3381 2387 -0466 -0444 0690 
49o. 
Correlation Matrix 3 (cont..)  
Row 10 
Ccl 
11 
Co? 
12 
Co]. 
14 
Co]. 
15 
Col 
16 
Col 
1i 
43 -0737 0165 -0226 3032 2827 2638 -1296 -0399 
44 -2324 -0471 0147 0498 0622 -0219 -1567 
-1103 
45 0148 -1225 0467 0213 0948 0181 -0518 -0020 
46 0443 
-1047 0192 0268 0193 0101 0615 0128 
Low Col col Col Col Col Col Col Co]. 20 21 22 23 24 2: 
20 3540 
21 135. ,,067 
22 2971 1315 0418 
23 2575 1834 0102 6409 
24 2054 2684 1304 5308 6543 
25 2653 1973 -0016 5998 7529 6053 
26 2725 2588 0555 4665 5F_a0 7260 64yy 
27 -1189 -0104 -1053 -0615 -0008 0375 -0973 -0474 
149 2994 3774 4443 4805 5392 31,.4 
29 2938 3620 1853 6031 7244 5633 6930 5353 
30  2211 2916 294E 3978 4881 4391 4930 494 
-1 C240 -0216 -0144 0046 0179 0807 1656 1803 
32 0125 -0039 1140 -0481 
-0798 -0915 -0791 -1086 
33 
-0073 1551 1935 -0585 -0292 -0131 0604 0129 
-0009 -0013 1669 -1261 -1306 -0;28 -0415 
-0064 
33 -1425 -019E C63 -1422 
-0910 -0017 -0330 -0424 
36 023 1090 0369 -1135 0415 0171 0327 1763 
37 1092 1119 1270 -0507 0543 0142 1076 0326 
33 -0612 0558 0539 -0303 0274 -0282 0062 -0455 
39 -1210 0597 1077 -0133 0682 0294 0595 0391 
Co]. 
13 
-0023 
-1303 
1108 
1113 
6o1 
:)1C 
-0335 
-1140 
-1327 
-2197 
-2197 
-1037 
-0475 
-2322 
-2763 
-0366 
-2364 
491. 
Correlation Matrix 3 (cont..)  
4.ow Co" 19 
;o1 
20 
Col 
21 22 
Col 
23 
Col 
24 
Col 
25 
Col 
26 
Col 
27 
40 -0403 1394 1172 .0049 .0259 0543 0691 0524 .1140 
Li 
-0815 1116 1764 0726 0422 0344 0423 -0120 .1931 
4? .0945 0674 1522 -0584 0042 0396 0818 -0140 -1(368 
43 .0418 0698 2084 -0100 .0071 .0253 0269 -0195 ...2481 
44 0848 -056F -1818 0130 0692 0659 -0772 -050 0045 
45 111+2 -0601 -077 -0482 -1018 -1349 0149 0564 
-0-,*68 1761 0425 0026 0942 1359 0331 o;:49 0245 
Col Col Col Col Col Col Col oJ. Cal  
29 30 31 32 35 34 ;•.:? :56  
29 4059 
30 4:10 5966 
31 ..021 0789 1933 
}4-• 100g -.1523 0255 -0620 
33 -017 -0029 1793 0975 -0949 
34 -0209 -0422 0945 0127 0245 3050 
35 -0966 -0853 -0270 0334 -1504 4884 2121 
2.4; .i.0 -0011 24A 2290 0394 3155 -257 2153 
-0330 -0203 1359 0912 0256 3517 3172 7245 
-0)5 0392 0404 1513 -0423 1236 2352 103(.. 2552  
0042 -0023 1131 0221 0674 2921 3599 2 
4-,0 -0243 0109 1967 1337 -0173 3320 2561 27 527 
41 0494 0219 1833 0861 .0211 3414 3532 Y,A 4290 
42 0122 1072 1584 0652 1063 3004 3552 ;,4 -J, 3094 
1203 -0414 0606 -0114 1172 3447 3202 3C2 1689 
o623 -1297 .14(0 -2579 -0449 0375 0356 -0325 1014 
45 1569 0119 -1702 003 -0589 0017 1215 0009 02H5 
4. 1533 1231 1345 -0597 -1332 0199 -0065 0369 0543 
492. 
Correlation Matrix 3 (cont..)  
Col - "o? Col Col Col 
AO w 
37 38 39 40 41 42 43 44 45 
38 2516 
39 6990 1986 
40 4647 3121 4645 
41 5812 3016 6788 7544 
42 3777 2632 3851 4358 3505 
43 4686 1236 5108 3159 5034 5604 
44 0594 0824 0029 -1509 -0823 0294 0623 
45 0326 0417 0338 -0267 -0949 0191 0388 0343 
46 -0966 1002 08,42 1604 0202 0348 -1765 -2492 
-2099 
493• 
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(pp 494 - 504) 
Letter to Students 
(p 505) 
Appendix 2   
INTERVIEW SAMPLE SCHEDULES   
Note: a. The Schedules were drawn up before the sarple entered 
college an the basis of the theoretical considerations 
in Chapter 3. During the three years a few additional 
questions were added (marked with an asterisk in the 
schedule) but the areas for investdation in each 
interview remained basically those conceived at the 
start o the research. 
b. The questions were asked of all students, ":e; the 
characteristic of the interview was free ran'ing dis-
cussion. 
Term 1 
Interview 1.1  
1. "Putting at ease" questions/conversation (home, school, 
vacation jobs). 
2. Why did you wish to teach? 
3. When did you decide to teach? 
4. now long do you think you will teach? (explore commitment), 
5. Can you think of any person, or groups of people, who :nave 
influenced your decision to take up teachinL 
6. Why did you choose this College: 
?. have you iormed any general impressions of the College 
since coming here? 
8. What do you expect from the College? (try to explore 
specific expectations as well as broad - probe). 
9. what do you remember of your interview? 
Interview 1.2  
1. What differences do you find between college and school 
(or work, etc)? 
2. Lave you been surprised at anything that has happened 
since you came to college? (probe role expectations). 
3. What are your general impressions now of 
- the Education Course? (Does she "know" clubs = Education?) 
- nain Course? 
- Introductory Course? 
• ::ow much contact do you have with 
otser studentstexplore nature of this contact 
- 
). iiave you been influenced in any particular wa;i since coming 
to College by 
• ,itaff? 
	 try to explore re teachin8 - 
- other students? but follow other leads 
- others: 
(If not taken up in 	 or 6) Low much contact do you :. ove 
with 2nd/3rd Years? Nature? Influence? 
7. Do you feel the College has a distinctive atmosphere? (Has 
she made a general appreciation?) 
*7. -has the 	 of your commitment to tescliin,. 	 since 
coming to College? 
*9. How do you feel about the practice of corporal punishment? 
10. (If time) What are you expectin- from next tern's Group 
Study (leachi,A, Iractice)7 
:4nervi•.:w 2.1 (.school Practice) 
1. ',len me -Jour impressions of the children in you;,-  
school/class. 
2. How much preparation did you do 
- before :group 3tudy7 
• each evenindweekend? 
3. Did you enjoy Group Study? 
- Why riot? 
4. Can you pinpoint any differences between what you erected 
and what happened? 
- Why? 
- Why not? 
5. Can you describe what you think you learned about teaching; 
during this practice 
(probe - from children 
- from staff 
• from other students 
- from teacher(s)) 
- Staff? 
6. How much contact did you have with Tutors during the practice? 
(Probe what rine thought tutors would do; wasi, they did do). 
7. how do other students feel about Group Gtudy2 
*8. Did you miss any part of the practice? 
9. how easy do you find it to think of yourself az; a teacher? 
*10. has your strength of commitment to teaching changed as a 
result of Group Study? 
*11. how do you feel about corporal punishment? (probe any change 
since last interview). 
interview 2.2  
1. How did you spend today (yesterday/Friday)? 
2. Do you think the college has a distinctive atmosphere/ethos? 
If so, how would you describe the general collee ethos/ 
atmosphere? 
3• 	 specific pieces of work have you to do (outstaudins) at 
the moment? When do you have to give them in? 
4. What do you think will happen if you don't Give in this/these 
pitc:es of work? 
a. have you ever "clashed" with a tutor? (had a disagreement with 
been remonstrated with by). 
- Can you describe 
- How do you feel about it now? 
- Do you know how the tutor feels about it? What do you 
think he/she has done/will do about it? 
*45. How do other students feel about lateness for lectures? 
- Club notes? (probe what sue thinks will happen as reward/ 
punishment). 
Here is a list of tutors in the :!ollece. Go throuhh the list 
and tell me who you "know" and who you "know well". (Give 
definition - Know = what does he do/have some contact with; 
Know well 	 take a problem to/have a ;ood deal of contact). 
(if time) If you went back to your old school (or "a school" 
if felt appropriate) and were asked to talk for fihre or ten 
minutes to a group of sixth formers about teaching, :Ind about 
your expeaience in this Coll ege in particular, what; would you 
say? (probe for values). 
larm 
Interview 3.1  
1. Did you enjc:r (are you enjoying) the uffolk teaching; practice? 
- Why? 
- Why not? 
2. Can you pinpoint any differences between what you expected and 
what you found? 
3. What did the school (teacher, Head) seem to think the College 
should he doing 
- to prepare you for the practice? 
- to help you doing the practice? 
4. How often were you visited by a tutor? What did he/she do? 
Do you think you had sufficient help from College? (probe). 
5. What do you think you learned about teaching? 
(probe - from children 
- from tutcrs 
- from tnacher(s) 
- from students) 
6. how did/do other students feel about the Suffolk practice? 
7. How easy do you find it to think of yourself as a teacher? 
*8. Were you away frog; school for any part of the practice? 
*9. How do you fuel now about corporal punishment? 
10. What ere your views on the teachir! practice file? 
*11. (If time) How much did/do you see of other Etudente rleryv 
the practice? (probe - role of "paired" student). 
Interview .2  
1. What work have you outstandin:7 at the moment? 
▪ 	
How important do you consider it to be? 
- how valuable has been pieces of work you have done 
since in College? (expand "pieces of work" to include 
all experiences). 
• What work do you tnink you should be dein . - aow/ae:ct year. 
3. Are there distinctive groupings of students in College? 
(probe Education/Main Course/Hostel/Cliques/Coffee - ask 
for descriptions). 
4. here is a list of College staff. 
- How many of them do you "know"/"know well" (give definitions) 
- have any of them had much/any influence on you? In what 
way? (probe - knowledge: academic/pedagogic 
- attitudes: teachindeene.tal 
- skills: 
	 teaching) 
5. What have you enjoyed most in this first year? 
6. What have you enjoyed least in this first year? 
*7. Would you alter the First Year Course? How: 
*C. Do you think you have changed much during the year? (personally/ 
professionally). How much of this is due to College? 
• How frank do you feel you and other students are in iktucation 
Groups? 
Term 4  
Interview 4.1  
1. How strongly committed to teaching do you now feel? (probe 
change). 
2. What pieces of work have you outstanding? 
3. What do you think will happen it you do not do them? 
4. Do you feel you have donta very good (good/particularly good 
for yourself) piece of work - written/school practice/ 
discussion - during your time in College? 
nrewarded" 
- Did you expect it to be rewarded? How? 
5. dow do other students feel about rewards/punishments in 
!e•llege? (if possible, probe what she sees as te f ,r.ction 
system). 
In the group of students you most go around with - how much 
discussion is there oz the College Course? College staff? 
• 
dow much contPct do you have with First Year students? Do 
they ask you about the College Course and/or Collee staff? 
*8. Do your friends in College influence your attitude to teaching? 
how? (children, discipline, subjects). 
Interview 4.2  
1. Why did you choose Middle/First -fear Group? 
2. How important do you think is contribution to discussion in 
- .Jducation group? Is your contribution commented on by the 
tutor? by other students? Does everyone in your group 
contribute? 
Do stucents continue their education discussions over meals/ 
coffee/evening? How does student discussion cora: wit 
discussion in Education Groups? 
4. Have you disagreed with a tutor? (on what? - any feelings about 
consequences?) 
1+99. 
5. Do you think there is a "college line" on 
- children? 
- 
- teaching practice? 
6. Do other students think there is a "college line" on these 
matters? 
7. how hard do you work? (probe - how she select what . to work at). 
Do other students work hard? 
*3. Has your attitude to corporal punishment by teachers changed 
since coin to College? 
aura 2  
Interview 5.1  
1. Are you enjoying (did you enjoy) the second year practice? 
- why? 
- why not? 
2. Can you pinpoint any differences between what you exrted 
and what you found? 
3. How often were you visited by a Tutor? What did he/she do? 
Did you think you had sufficient help from College? (probe). 
4. What was the attitude of the Lichool (neat', teacher(s)) towards 
College? Did the school seem to expect that College should. 
have prepared you in specific ways for the practice? (probe 
nature of criticism if any). 
5. That do you think you learned about teaching on this practice? 
(probe - from children? 
- from tutors? 
- from teacher(s)? 
- from other students?) 
6. What/who was the major source of help to you on the practice? 
In what waM? 
*7. how easy do you find it to think of yourself as a teacher? 
*8. Did you miss any part of the practice? 
9. aas your commitment to teaching changed as a result of the 
practice? 
*10. How do you feel now about corporal punishment? 
Interview 5.2  
1. How did you spend yesterday and today? (The last 2 days). 
(Probe: typicality). 
5 00 . 
2. How many tutors have you spoken to (or have spoken to you) 
in the past 2 days? In what circumstances? 
3. What student groups (not timetabled) have you taken part in 
over the past 2 days? 
4. Eow strong do you think is the "corporate life" of College? 
(hint at: strength of student clubs and activities; loyalty 
to College; esprit de corps; sense of community; cense of 
college identity). Probe: nature of student groups and sense 
of corporate loyalty. 
5. Are you aware of any particular student groupines within the 
College? how would you describe them? (probe: day/resident; 
Main course; Education; hostel; coffee; club). 
Q. how favourably do you think the students generally reard the 
staff? (probe any reasons for answer). 
*7. Do you feel there are some things you cannot discuss easily 
with staff? 
Term 4 e 
Interview 6.1  
1. Can you tell me how you think you are being assesse& in 
Jollege? 
2. What comments have you to make on the method of assessment in 
College? 
3. Do the students in eeneral feel strongly about assessment of 
- teaching? 
- written work? 
4. Do you know any students who have left College? Do yuu know 
why they left? 
5. how committed do you now feel to teschin as a caree:7? (probe 
change). 
6. What pieces of college written work have been most ieportant 
to you? 
7. :Ire you a student nember of a teachers union? (follow up with 
what does she see as the purpose of teachers unions). 
3. Does bein a teelher mean there are certain things you cannot 
do? (probe constraints on non-school behaviour). 
kiss anything been discussed in Education (or other parts of the 
course) recently on which you felt you could not say what you 
really believed? 
*10. have you made any new friends among other students this year? 
501. 
Interview r).2  
1. Looking back over your two years in Colleme can you tell me 
what you consider to be 
- the most valuable part of course? Why? 
- the least valuable part of course? Why? 
2. What would you change in the course if you could? 
3. How much help has College been to you so far as a preparation 
for teaching? 
4. What specific contribution to learning the teacher's role has 
been made by these parts of the course:-
education (and Club work) 
Main Course 	 probe details 
Part III courses (curriculum) 	 if possible 
Introductory Course 
5. Who has helped you most this year? 
6. Here is a list of College staff: Who do you know/know well? 
(definition) 
. Do you think you have changed in your attitudes to teaching 
more this year than in your first year? 
*8. how do you now feel about corporal punishment? 
Term 7 
Note: It was originally hoped to interview students twice during 
teis term. In the event it preVed impossible because of the demands 
of the ten-week final school practice on the students and the demands 
upon tne iavestieator of eakin6 up a new post some sixty miles awe:.  
from the College. It is felt that even if the investigator had been 
at the uolleL:e full-time it would have proved exco;)tionally difficult 
to arrange two interviews because of the pressures the students felt 
,eemselves to 	 under. however, each student was seen once during 
the term. Originally two schedules had been preparod for this term. 
0112 ,riven below represents a conflation of those two. !al 
discussions centred around the school practice. 
Interview 7.1. 
1. Are you enjoying school practice? 
- Why? 
- Why not? 
2. Can you pinpoint any differences between what you expected and 
what you found'i 
3. .eow often are you visited by a n:olle e _utor? Do you consider 
you are getting sufficient help from College? 
1+. How committed do you now feel towards teaching? 
5. What do you think you have learned about teaching? 
(probe - from children 
- from tutors 
- from teacher(s) 
- from other students) 
o. Who/What is the major source of help to you on the practice? 
7. What is the attitude of the Head (or teacher) towards 
Colleca? (probe: does the school comment adversely/favourably/ 
not 	 all on ColleL;e?) 
How do you feel now about corporal punishment? 
*9. Do you think you are in a difficult (or very difficult) 
situation on this practice? 
10. has this practice chanced your view of the ace level you wish 
to teach? 
11. Would you prefer to have a longer or a shorter practice? 
12. how easy do you find it to think of yourself as a teacher? 
13. how valuable do you find keeping, :your school ;practice  file? 
14. Have you missed any part of the practice? 
2 
Intervie4 8.1  
1. Lookinc; back on your Final Practice 
- what stands out most in your mind? 
whac did you learn in any major way about 
- teachers? 
- children? 
- teaching? 
- did it change your views on corporal punishment? 
- would you wish to return to the school? 
- how valuable was Collecv preparation: 
- in relation to other practices - which most important? 
2. how woulc. you describe the :7eneral atmosphere of College? 
3. Do you think there is a particular set of collo-e values by 
sr icy. your performance in the classroom/and on paper/and in 
;roups is asaessed? 
4. Have you any experience of (friends in) other colleges? how 
does this collee compare in your view: 
503. 
). .::hat do you consider the job of an Education Tutor to be? 
A Main Course Tutor? 
6. What work have you outstanding at the moment? What would 
happen if you did not do it 
interview L t2  
1. .hat groups do you belong to in College? (probe formal and 
inforlal). 
2. What feelings of loyalty do you feel towards each group? 
(i.e. will you miss it? Do you feel any sense of allegiance?) 
J). 
 
Do you feel these (this) group(s) exerting pressure on you in 
any way? (probe particularly on informal groups). 
4. Are you aware of any particular groupings of students in 
College? If so, can you describe them? 
5. Do you feel you could have worked much harder on the Course? 
6. Jo you feel your efforts have been generally recognised by 
Collee? Do you expect some sort of public acknowledgement? 
*7. how would you describe the intellectual climate of college? 
8. Can you think of anything happening this term in an Education 
Group where you have felt that you couldn't honestly state 
your own opinions? (probe). 
. If you were considerinL an issue like corporal punishment, 
would there be a difference between what you would write in 
an essay, what you would say in the Education Group, what 
you would aay to a tutor in a tutorial, and what ycu would say 
to your frieads? 
Interview 8.3  
Note: This interview was unplanned at the start of the investigation. 
It was found possible in Term 8 to arrange a third interview for just 
over half the sample. This took the form of following up points from 
Interviews 8.1 and 3.2 together with the following two arew.3:- 
*1. here is a list of College Staff. how.many do -dou know? 
Know well? (give definition). 
*2. What do you consider you have learned about teaching from 
College as against from School Practice? 
Term 9  
Interview 9.1 	 final Interview 
1. how committed do you feel towards a career ae a teaceer: 
(probe nature of commitment). 
2. Low easy do you find it to think of yourself az a teacher? 
3. Who has been of major help to you over the past three years as 
a. preparation for enterine full-time teachine? (probe 
individuals - eroups). 
*4. Which teaching practice has been of most importance .or ;jou? 
Why? 
Which parts of the College course have been of most value to 
you? Cf least value? 
E. What chanees would you make in the three year Cone c course? 
*7. Do you feel you have changed significantly in the past three 
ears 
- as a person? 
- in your attitudes to education and teaching? 
*% (If answer to 7 is Yes) When in the course do you consider 
the most significant chan.e to have taken place? (probe). 
How stronely dc you think you have been influenced be the 
College? 
10. Do you feel there is a "College line" or a "Colleee style" 
relatinc to teaching (i.e. certain ways of behavine in College 
and School which show the existence of an underlyine set of 
values to guide behaviour). If so, can you describe what jou 
see as that "style" and those values. (probe/prompt ior 
children, curriculum). 
505. 
Letter to First Year Students selected for Interview Saul?.  
Dear 
I am writing to ask if you would be prepared to 
help me with a piece of research I am undertaking 
under the direction of Professor D. M. Lee of the 
University of London Institute of Education. 
The research is concerned with students' 
experience of the College course and it would prob-
ably involve you in meeting me for a half-hour interview 
once or twice a term. 
You will probably wish to know more details about 
the research and your own involve::tent. Could you come 
to a meeting in my study (2nd floor) at 1.30 p.m. on 
	  when I will be very happy to sive you 
further information. If you cannot attend the meetinc, 
could you kindly drop a note in my pigeonhole. 
I would emphasise that the interviews, etc., will 
be entirely confidential and is in no way part of the 
Collee course. 
do hope you will feel Lrou are ao1e co help 
over this request. 
Yours sincerely, 
D. R. Gibson 
Note: A similar letter was sent to those second year 
students invited to join the interview sample. 
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507. 
THE ROLE OF THE TEACHER 
It would be appreciated if you could give the following information:- 
1. NAME 	  
2. DATE Oi BiRh 	  
"...:1,JTRUCTIONS  
A number of statements are given overleaf which have particular 
reference to the job of a teacher. 
You are invited to place a mark (V) in the appropriate box to show 
how strongly you a7ree or disagree with the statements from the point 
of view of 
a) A Primary School Teacher (children aged 5-11 years) 
b) A Secondary School Teacher (children aged 11 and over) 
i.e. TWC replies for each statement. 
Please reply accordin to what you feel SHOULD be the case, even if 
you are aware that at times this may not correspond with current 
practice. 
Sections of the box are as follows:- 
Primary Teacher 
Secondary Teacher 
StroLgly 
Agree Agree 	 • uncertain Disai-,,, ,; 	 ,.. ... 
Strongly 
_ 	 . Disagree 
There is no "right" or "wrong" answer for any question; your replies 
will be considered merely as an indication of your agreement or 
disareement with certain points of view on debatable problems. 
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1. A teacher's MAIN responsibility should be to teach subjects (English, 
Maths., Music, History, etc.) 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree 
A 	 ;Uncertain Disagree Strongly  
Disa ree 
i 
2. A teacher's MAIN responsibility should be to act as a sort of 
"substitute parent" to the pupils in the class. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree 
Agree Uncertain Disagree StronglyDisagree , 
I 
3. Boys and girls are best taught separately. 
Primary Teacher 
Secondary Teacher 
Strongly I Agree 
Agree • f  Uncertain iDisagree 
Strongly 
DisaL,;ree 
1 I 
4. A teacher should use the comparison of one child's work with that of 
another as a method of motivation. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree Uncertain Disa,..,-r ee 
. Strongly I 
Disagree 
i 
5. A teacher should try to ensure that in her classroom all pupils are 
working on the same subject or topic. 
Strongly Agree !Uncertain Disa.;,ree Stron4y 
Agree 	 Disagree 
Primary Teacher 
Secondary Teacher 
6. A teacher should make up her own syllabus of what she will teach. 
;Strongly 
	
Strongly 1 	 Agree uncertain Disagree Agree 	 .sisal;ree 
Primary Teacher 
Secondary Teacher 
7. A teacher should group children by ability, putting "slow-learners 
with "slow-learners" for academic subjects. 
Primary leacher 
Secondary Teacher 
s rungly 	 ., Agree 
, 
Uncertain Disagree Strongly i D sagree sagree
P. A teacher should allow pupils at times to act upon what she thinks 
are wrong decisions on their part. 
Primary Teacher 
Secondary Teacher 
Strongly
Agree Agree 	 ;Uncertain Disagree 
Strongly 
Disagree 
i 
t 
Strongly 
Agree 
Strongly Disagree 
,Disai,ree Agree Uncertain 
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9. A teacher should know HOW to teach, i.e. a good knowledge of the 
methods and principles of teachirw, rather than having a very good 
knowledge of one particular subject. 
Primary leacher 
Secondary Teacher 
Strongly 
Area 
1 !Agree e 	 - Uncertain Disagree Strongly 
Disaree 
1 
, 
10. A teacher should be prepared to visit parents in their homes. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree Uncertain Disn:ree 
Strongly I i.334,..iree. 	 1  
1 1 
11. A teacher's task is mainly to arrange the classroom enviroLelent, then 
stand back to let the pupils learn from their surroundings. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree -- Uncertain Disagree 
Strongly 
Disaree 
12. A teacher should insist on all pupils wearing school uniform. 
Primary Teacher 
Secondary Teacher 
Agree Strongly L_ Agree Uncertain i 
sn ,, 
..—..e 
Strongly , 
DisaLree 
1 
13. A teacher should prefer her pupils to acquire a broad understanding 
of a number of subjects rather than a detailed knowledge of one or 
two subjects. 
Primary Teacher 
Secondary Teacher 
14. A teacher should mark ALL the work done by the pupils in. her class. 
Primary Teacher 
Secondary leacher 
Strongly 
Agree aree 	 Uncertain :, Disaa.rea - 	 - 
Stronly 
Dsa'ree i 
15. A teacher is most effective in a class where all the pupils are about. 
the same age. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree 	 lUncertain Disagree 
Stronjy 
Disagree 
16. A teacher should, in her classroom, operate some scheme of marks, 
stars, etc. for the award of a cup, badge, privilege, etc. 
Primary Teacher 
Secondary Teacher 
Strongly 
Arree Agree Uncertain Disagree 
strongly 
Di sagree 
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17. A teacher should take an active part in the life of the local 
community (by joining a local club, organisation, etc.) 
Primary Teacher 
Secondary Teacher 
r Agree 
"Ironrly  
ree n certain . , 	 , 	 Strongly is., ree pisagree 
1. "nducation in breadth is preferable to education in depth". 
Primary Teacher 
Secondary Teacher 
strongly 
Agree 
. igree Uncertain Disa:ree Strongly isar]ree 
19. A teacher should keep her subject separate and distinct in the 
pupils minds from other subjects taught in school. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree UncerLain Disagree 
strongly 
Disagree 
_ 
. 
20. A teacher should allow pupils to discover "right" and "wrong" 
(behaviour end attitudes) for themselves. 
Primary Teacher 
Secondary Teacher 
Strongly 
Aaree Agree Uncertain Disa ree 
Strongly 
Disagree 
21. A teacher should have a :cod knowledge of child development. 
Primary Teacher 
Secondary Teacher 
Strongly 
;tgree Agree Uncertain Disaree 
Strongly 
Disagree 
22. A teacher should regularly publish a list of marks showing a rank 
order of her pupils. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree 
.......--...--...... 
uncertain Disagree Strongly ,. 
visawee 
23. A teacher should teach pupils to obey orders at once and without 
question. 
Primary Teacher 
Secondary Teacher 
Strongly gree 
Agree  Uncertain Disagree 
strongly 
Disagree 
24. A teacher's out of school activities should be largely connected with 
youth work, sport, etc. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree 4 Agree • Uncertain Disagree 
Strongly 
Disagree 
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25. A teacher should be prepared to rive Sex Instruction. 
Strongly Agree Uncertain Disagree Agree  
Strongly 
Disa -ree 
Primary Teacher 
Secondary Teacher 
IMINIIMOMI.0000 
26: A teacher should attempt to control pupils' dress and behaviour out 
of school. 
Primary Teacher 
Secondary Teacher 
Strongly 
A. Agree Uncertain DisarTee 
Strongly 
Disaree 
27. A teacher should encourage parents to visit the school. 
Primary Teacher 
Secondary Teacher 
Strongly 
ree 
Agree Uncertain 
.... 
Disagree I Strongly Disagree 
28. A teacher should allow older pupils more privilege than younger. 
Primary Teacher 
Secondary Teacher 
"rcln°1:1  Agree Agree 
------- 
Uncertain 
--- 
Disagree strong.Ly Disagree 
— 
29. A teacher should allow pupils to choose other children w:th whom they 
wish to work in class. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree Uncertain 	 Disa;ree 
6trongly 
Disa,ree 
30. A teacher should invite visitors into the school from outside to 
talk to the pupils about their (the visitors') work, interests, etc. 
Primary Teacher 
Secondary Teacher 
Strongly 
Agree Agree Uncertain Disagree 
strongly 
Disagree 
31. A teacher should praise pupils' work frequently. 
Primary leacher 
Secondary Teacher 
Strongly 
A7ree Agree. Uncertain Disagree 
Strongly 
Disa.,,r,e 
32. A teacher should treat all pupils alike in rewardin and punishing. 
Primary Teacher 
secondary Teacher 
Strongly 
Agree gree Uncertain Disagree 
Strongly 
Disagree l 
......... 
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33. A teacher should be able to teach a number of subjects quite well. 
Strongly 
Agree Arree Uncertain Disagree 
strongly 
Disagree 
Primary leacher 
Secondary Teacher 
34. A teacher should be allowed to use corporal punishment. 
Strongly 
Agree Agree 
Uncertain Disagree strongly Disagree 
— 	
____ 
Primary Teacher 
Secondary Teacher 
513. 
Survey of Opinions about Education  
constructed by  
R. A. C. Oliver, University of Manchester  
You are invited to give your opinions about a number of educational 
questions which are set out in the following pages. As the questions 
are matters of opinion, there are no "right" or "wrong" answers: you 
will be asked to choose the answer you prefer from a number of 
alternatives. Please answer every question. There is no time limit, 
but you are advised not to spend a lonn time considering each. question. 
Space is available on the back of the answer-sheet for you to use if 
you want to add anything to the answers you have given. 
Please give your own frank opinion. Answer the answer-sheet only 
after writing your name, etc. on it. 
PART 1  
A number of debatable opinions about education are expressed in the 
following statements. You are asked to indicate whether on the whole 
you agree or disagree with each of these opinions. Five alternative 
answers are suggested - STRONGLY. AGREE, AGREE, NO OPINION, DISAGREE 
STRONGLY DISAGREE, and on the answer-sheet there are five boxes 
corresponding to these answers for each question. Please indicate 
your own attitude by placing an X in the appropriate box on the answer-
sheet. Be sure to indicate in one of these five ways your opinion 
about each of these statements. Should you wish to qualify the answers 
you have given, you will find a space in which you may write on the 
back of the answer-sheet. 
1. The time to begin reading lessons is when the children feel the 
need for them. 
2. Direct moral instruction does little to improve children's 
characters. 
3. History should make children familiar with the great figures of the 
past. 
4. Schools should teach Social Studies rather than History or 
Geography. 
5. Naturalness is more important than good manners in children. 
S. Character training is impossible if there is no final standard 
of right or wrong. 
7. You cannot expect children to write good English unless they have 
a good foundation in grammar. 
3. The teacher should not stand in the way of a child's efforts to 
learn in his own fashion. 
PAR i 11 
You are asked to give your opinion about a number of chances in 
education which have been suggested. You will probably feel that some 
of the changes would be desirable and that others would be undesirable. 
Some of you may not feel able to express an opinion about one way or 
the other. Five alternative answers are offered: VERY DESIRABLE, 
RATHER DESIRABLE, NO OPINION, RATHER UNDESIRABLE and VERY UNDESIRABLE, 
and for each question five corresponding boxes are provided on the 
answer-sheet. Please consider each of tne cnanaes mentioned, and 
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indicate your opinion of it by placing an X in the appropriate box 
on the answer-sheet. Please be sure to indicate in one of these five 
ways your opinion about each of the changes mentioned. Should you wish 
to qualify the answers you have eiven, you will find space in which 
you may write on the back of the answer-sheet. 
1. 'e-ee. free school meals. 
2. The raising of the school leaving age to 16. 
3. More education for international understanding. 
4. Increased expenditure on adult education. 
5. School courses in parenthood. 
6. Bigger allowances for play material in primary schools. 
7. Comprehensive schools to be the normal form of secondary education. 
8. More nursery schools. 
9. A higher proportion of the national income to be spent on education. 
10. Smaller classes in the primary school. 
11. Less corporal punishment in schools. 
PART III  
Below are four reasons which might be given for the teaching of English 
Language in schools. You may feel that better reasons than any of these 
might be given but please consider only the four reasons given here. 
Some of these you may feel are better than others. Some you may feel 
are not good at all. Five alternative opinions about each of the 
reasons are given - VERY GOOD, GOOD, FAIRLY GOOD, NO OPINION, NOT GOOD. 
Corresponding boxes are provided on the answer-sheet. Not that the 
five possible ways of expressing your opinion are not exactly the same 
as in PARTS I and II. 
1. Reasons for the teaching of English Language in schools: 
(a) It helps children to express themselves with freedom and 
fluency. 
(b) It cultivates enjoyment in the use of language. 
(c) A person who uses English incorrectly is handicapped in 
his career. 
(d) Children must acquire proficiency in spelling, punctuation 
and grammar. 
When you have indicated your opinion about the reasons for teaching 
English Language in schools, you will find various reasons which might 
be given for teaching other subjects stated below. Please indicate 
in a similar way what you feel about each of tho reasons given. 
2. Reasons for teaching science: 
(a) The child's sense of wonder is a good starting-point for 
the development of his interests. 
(b) The progress of industry demands workers equipped with 
scientific techniques. 
(c) The study of sciaice is satisfying to one's intellectual 
curiosity. 
(d) A scientific training offers good prospects for a career. 
3. Education for international understanding may be approached in the 
following four ways. Please indicate as before how good you feel 
each to be. 
(a) Respect for one's own country is the best foundation for 
one's attitude to other countries. 
(b) A study of international affairs should show which countries 
are our friends. 
(c) Contact between the people of different countries makes them 
feel they are alike at heart. 
(d) Knowledge of the achievements of other countries engenders 
respect for them. 
4. Reasons for Reliious Instruction: 
(a) It develops a sense of spiritual values. 
(b) The knowledge of a loving God meets a deep-felt need in 
children. 
(c) It instils a sense of duty. 
(d) It helps to keep children from wrong-doing. 
5. Reasons for excluding propaganda from schools: 
(a) It is better to aim at sound knowledge and a. fair-minded 
attitude. 
(b) Pupils should be free to form their own opinions. 
(c) Propaganda might get into the wrong hands. 
(d) Instruction in one's duties to the state should come later. 
The problem of comics. It is often. said that some comics are 
harmful to children, and a number of ways of dealing with the 
problem have been suggested. Assume that some comics may be harmful, 
and indicate as before how good you feel each of these suggestions 
to be. 
(a) Parents should not allow their children to read such comics. 
(b) Try to cultivate interest in other kinds of reading matter. 
(c) The sale of harmful comics should be prohibited. 
(d) See that children can get the better comics. 
7. Reasons for the trainin of teachers: 
(a) A teacher must acquire efficient techniques of teaching his 
subject. 
(b) A teacher must know how to control children. 
(c) A teacher must learn to understand children's needs. 
(d) A teacher must understand how to develop children's interest 
in their studies. 
Corporal punishment. The majority of teachers are not in favour of 
the prohibition of corporal punishment in schools. Here are some 
of the arguments in favour of its retention. Indicate as before 
how good you feel each of these particular arguments to be. 
(a) Some children will not respond to any other form of discipline. 
(b) No other type of punishment is over so quickly or leaves so 
little resentment. 
(c) Corporal punishment is an emergency measure to be followed by 
more constructive treatment. 
(d) The attitude of society to corporal punishment coL. only be 
altered ;gradually. 
9. Reasons ust4f-ixv. the cost of s •ecial schools. It costa much inore 
to educate handicapped children, such as the educationally sub-
normal, in special schools than it does to educate normal children 
in ordinary schools. Here are some of the reasons why the cost of 
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special schools is thought to be justified. Indicate as before 
how good you feel each of these reasons to be. 
(a) It is only fair that a child unfortunate enough to suffer 
from a handicap should be compensated by special educational 
treatment. 
(b) Handicapped children, like other children, should have the 
education their individual needs require. 
(c) handicapped children can be very troublesome in ordinary 
schools. 
(d) The training provided may prevent the handicapped from 
becoming a charge upon society later. 
10. Some arguments in favour of secondary technical education have been 
as follows. Please indicate as before how .7ood you feel each of 
these arguments to be. 
(a) A technical school training gives a boy or girl a. good 
start in the competition for jobs. 
(b) With some children the best approach to general education is 
through their technical interests. 
(c) Technical education is a good investment for an industrial 
country. 
(d) His future work is naturally one of the main interests of an 
adolescent. 
If 70U wish to add to the answers you have given, please use the space 
provided on the back of the answer-sheet. 
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Third Year Questionnaire (3N)  
You have spent getting on for three years in college. The questions 
below ask you to think about this experience, and to say how you 
feel about it at this moment of time. 
Please answer either by ticking the appropriate response(s) or as the 
question asks. 
Please answer here 
1. How much have you enjoyed your 
three years at College? 
A great deal 
Quite a lot 
A moderate amount 
A little 
Not at all 
2. Over the past three years how 
much do you think you have 
changed as a person? 
A great deal 
Quite a lot 
A moderate amount 
A little 
Not at all 
3a. Over the past three years how 
much do you feel your attitudes 
towards teaching have changed? 
A great deal 
Quite a lot 
A moderate amount 
A little 
Not at all 
3b. If your attitude to teaching 
has changed at least a moderate 
amount, how much do you feel 
that College has been responsible 
A great deal 
Quite a lot 
A moderate amount 
A little 
Not at all for this change? 
. 	 When do you feel that your most 
important learning about the role 
of the teacher happened.? 
Before you came to 
college? 
In the first year 
of college? 
In the second year 
of college? 
In the third year of 
college? 
Steadily throughout 
the course? 
5. 	 List in order of importance to you 
the most significant experiences 
in learning the role of the 
teacher in school (you may wish to 
award "equal" placing): 
Teaching practices 
Education lectures 
and discussions 
Club work 
Main courses 
Other college courses 
Informal discussion 
with other students 
5 j6• 
Third Year -,, uestionnaire 	 cont... 
6.  List, in order of importance, 
the 	 of peole you ,groups 
Education tutors 
Main course tutors 
Teachers and heads 
in schools 
Other students 
Boyfriends/husbands 
Others (please 
specify) 
consider to have had most 
influence on you in learning 
the role of the teacher in 
school (you may wish to award 
"equal" placing) 
7.  How easy do you find it to 
think of yourself as a teacher? 
Very easy 
Easy 
Some uncertainty 
but moderate con- 
fidence 
Difficult 
Very difficult 
% How do you now feel towards Strongly committed 
Commited 
Moderaely committed 
Weakly committed 
Not at all committed 
teaching as a career? 
9. Do you feel that the preparation 
you have received in college to 
help you carry out the role of 
the teacher has been: 
Very good help? 
Good help? 
Moderate help? 
Poor help? 
Very poor help? 
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Eysenck Personality Inventory  
H.J. Eysenck and Sybil E.G. Eysenck 
1?ersonality 4uestionnaire  
Form A 
NAME 	  AGE 	  SEX 	  
OCCUPATION 	  
Instructions  
Here are some questions regarding the way you behave, feel and act. 
After each question is a space for answering "YES" or "NO". 
Try to decide whether "YES" or "NC" represents your usual way of acting 
or feeling. Then put a cross in the circle under the column headed 
"YES" or "NO". Work quickly, and don't spend too much time over any 
question; we want your first reaction, not a long—drawn out thought 
process. The whole questionnaire shouldn't take more than a few minutes. 
Be sure not to omit any questions. 
Now turn the page over and go ahead. Work quickly, and remember to 
answer every question. There are no right or wrong answers, and this 
isn't a test of intelligence or ability, but single a measure of the 
way you behave. 
YES NO 
1. Do you often long for excitement? 
2. Do you often need understanding friends to cheer you up? 
3. Are you usually carefree? 
4. Do you find. it very hard to take no for an answer? 
5. Do you stop and think Lhings over before doing anything? 
. If you say you will do something do you always keep your 
promise, no matter how inconvenient it might be to do so? 
70 Does your mood often go up and down? 
P. Do you generally do and say things quickly without 
stopping to think? 
9. Do you ever feel "just miseratle" for no good reason? 
10. Would you do almost anything for a dare? 
11. Do you suddenly feel shy when you want to talk to an 
attractive stranger? 
12. Once in a while do you lose your temper and get angry? 
13. Do you often do things on the spur of the moment? 
14. Do you often worry about things you should not have done 
or said? 
15. Generally, do you prefer reading to meeting people? 
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YES NO 
16. Are your feelings rather easily hurt? 
17. Do you like going out a. lot? 
18. Do you occasionally have thoughts and ideas that you 
would not like other people to know about? 
19. Are you sometimes bubbling over with energy and sometimes 
very sluggish? 
20. Do you prefer to have few but special friends? 
21. Do you daydream a lot? 
22. When people shout at you, do you shout back? 
23. Are you often troubled about feelings of guilt? 
24. Are all your habits good and desirable ones? 
25. Can you usually let yourself go and enjoy yourself a lot 
at a gay party? 
26. Would you call yourself tense or "highly strung"? 
27. Do other people think of you as being very. lively? 
28. After you have done something important, do you often 
come away feeling you could have done better? 
29« Are you mostly quiet when you are with other people? 
30. Do you sometimes goasip? 
31. Do ideas run through your head so that you cannot sleep? 
32. If there is something you want to know about, would you 
rather look it up in a book than talk to someone about 
it? 
33. Do you of palpitations or thumping in your heart? 
34. Do you like the kind of work that you need to pay close 
attention to? 
35. Do you get attacks of shaking or trembling? 
36. Would you always declare everything at the customs, even 
if you knew that you could never be found out? 
37. Do you hate bein with a crowd who play jokes on one 
another? 
38. Are you an irritable person? 
39. Do you like dong things in which you have to act quickly? 
40. Do you worry about awful things that might happen? 
41. Are you slow and unhurried in the way you move? 
42. have you ever been late for an appointment or work? 
43. Do you have many nightmares? 
44. Do you like talking to people so much that you never miss 
a chance of talking to a stranger? 
45. Are you troubled by aches and pains? 
46. Would you be very unhappy if you could not see lots of 
people most of the time? 
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YES NO 
47. Would you call yourself a nervous person? 
4% Of all the people you know, are there some whom you 
definitely do not like? 
49. Would you say that you were fairly self-confident? 
50. ire you easily hurt when people find fault with you 
or your work? 
51. Do you find it hard to really enjoy yourself at a 
lively party? 
52. Are you troubled with feelings of inferiority? 
53. Can you easily get some life into a rather dull party? 
54. Do you sometimes talk about things you know little 
about: 
55. Do you worry about your health? 
56. Do you like playing pranks on others? 
57. Do you suffer from sleeplessness? 
PLEASE CHECK TO SEE THAT YOU HAVE ANSWERED ALL THE QUESTIONS 
5 2 2 . 
Colleges and Universities differ from one another 
	 many 
ways. ',1e are interested especially in the general atmosphere as this 
is perceived by the student body. 
You are asked to take as realistic a view as possible and to 
answer as truthfully as possible about your own College, 	 you see 
it. Our interest is in the total picture perceived by different 
students and by groups of students. 
Your answers will be treated as confidential and will not be 
disclosed to the College. 
:that to do 
There are 100 statements in this booklet about College life. 
You are to mark them TRUE or FALSE, 
,en you think a statement is -;:enerally characteristic of 
your College, write T (for true). 
',hen you think a statement is generally not characteristic of 
the College,write F (for false). 
YOU MUST ANSWER EVERY ITEM 
Work rapidly, 	 tnroug the entire list of statements as 
quickly as you can. 
1. 6tudents here really get excited at an athletic contest. 
2. There are a ;;seat many facilities and opportunities hare for 
individual creative activity. 
_he emphasis on the responsibility oT educated people to rive 
leadership is very strong in this college. 
4. .,;tlite a few members of the staff of this collee have had 
varied and unusual careers. 
fire values most stressed here by staff are open—mindedness 
and objectivity. 
Lost of the lecturers are very thorough teachers who really 
probe into the fundamentals of their subjects. 
7. she history and traditions of the collec_a are st2c):,.1.; emphasised. 
3. There is a student loan fund which is very helpful for minor 
emergenc ies. 
9. Students frequently study or prepare for examinations together. 
10. There isnot an awful lot to do here apart from attending classes 
and studying. 
11. .tudents get so absorbed in various activities that they often 
lose all sense of time or personal comfort. 
12. In college discussions, essays and exams, the main esphasis is 
on breadth of understanding, perspective and individual judgment. 
13. A good deal of enthusiasm and support is aroused by fund 
drives for Red Cross, refugee aid, and other charitable causes. 
14. fhe teaching staff and administration are seldom joked about 
maliciously or criticised in student conversations. 
13. Individually "tailored" courses of an advanced nature are 
. 	 available for specially qualified students in this college. 
1::). Lecturers clearly explain the goals and purpose of their courses. 
17. This collee has an excellent reputation which is well—deserved. 
13. Io one is expected to suffer in silence if some regulation 
happens to create a personal hardship. 
19. There is a great deal of borrowing and sharing among the 
students. 
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20. The competition for marks is quite intense here. 
21. Students set high standards of achievement for themselves. 
22. Students here are encouraned to be independent and indivieualistic. 
23. Tutors encourage students to think about taking up unusual 
aspects of teachir,:., e.;_. handicapped children, socially 
disadvantaged children, etc. 
24. Students are seldor kept waiting when they have appointments 
with members of staff. 
Lon r, serious intellectual discussions are common amongst the 
students here. 
26. Most courses require intensive study and preparation out of 
class. 
• Tie leavin ccremony for third year students is a pretty moving 
and memorable event. 
• 'ooks and articles dealinn with psychological problems or 
personal values are widely read and discussed. 
. Students often nelp one another with their work. 
3C. Students commonly study during the week-ends, even when they 
mi:bt be e::pected to relax. 
31. Discussions get quite heated here, with a lot of dinpiny of 
feelin . 
32. The expression of stronn personal belief or conviction is quite 
accept, ale ..ere. 
33. Students here learn that they are not only expected to develop 
ideals but also to express them in action. 
34. The staff of this college have a very objective and well-based 
view of each student's achievement and understandinn. 
35. Most students have a great interest in organised academic 
discussions in subjects which may not form- part of their regular 
curriculum. 
host courses are very well ornanised and pronress systematically 
from week to week. 
37. Students exert considerable pressure on one another to live up 
to the expected codes of conduct. 
nn. Most members of staff are liberal in interpreting regulations 
and treat violations with understanding and tolerance. 
y. Student parties are colourful and lively. 
40. Most students get extremely tense here, asneeially durirn exam. 
periods. 
41. - Students put a lot of enerny irto everything they do - in class 
and out. 
42. The students' right to personal privacy is respected here and 
adequate provision is made for it. 
43. Many students here develop a stronn sense of responsibility about 
their role in contemporary social and political life. 
44. Most of the lecturers here are interested in students* personal 
problems. 
45. Students are encouraged to continue studying and take extra 
courses after leavinn collenc. 
46. The lecturers really push the students* capacity to the limits. 
47. I would recommend this college above others to a friend or close 
relation without reservation. 
48. Students are encouraged to criticise the standards and methods 
of teachinn by college staff. 
49. It's easy to net a group together for card names, sinninn, going 
to the cinema, etc. 
50. In most courses marks lists are posted up on the notice-hoard. 
-nt 
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51. People around here seem to thrive on difficulty - the tougher 
things get the harder they work. 
52. A well reasoned essay will be given a high mark here even though 
its viewpoint is opposed to the lecturer's. 
53. The college regards training people for service to the community 
as one of its major responsibilities. 
54. Lecturers often provoke arguments in class, often against 
themselves - the livelier the better. 
55. The college offers opportunities for hearing about recent 
significant advances in scientific knowledge. 
56. Most courses are a real intellectual challerge. 
57. The common characteristics of students here is an intense loyalty 
to their college. 
58. The psychology courses deal in a practical and helpful way with 
problems of personal adjustment and human relations. 
59. In many courses there are projects or assignments which call for 
group work. 
60. Students spend a long time planning their future careers and 
talking about the kind of conditions of work to be expected. 
61. Many students go in for holiday activities of an unconventional 
kind - camping abroad, mountain climbing, visits to the States, 
etc. 
62. No one needs to be afraid of expressing extreme or unpopular 
viewpoints in this college. 
63. There are courses which involve field trips to alum areas, 
welfare agencies, and similar contacts with underprivileged 
people. 
64. The lecturers go out of their way, to help you here if you are 
known to be in difficulty. 
65. When students get together they frequently talk about trends 
in are, music or the theatre. 
66. Assignments are usually clear and specific, making it easy for 
students to plan their studies effectively. 
67. Students are conscientious about taking good care of college 
property. 
68. Students are frequently reminded to take preventive measures 
against illness. 
69. Many student activities of an informal kind are unplanned and 
spontaneous. 
70. Many students here worry about their future prospects. 
71. There are many opportunities for students to get together for 
extra-curricular activities. 
72. The college religious teaching tends to emphasise the value of 
acting on personal conviction rather than the acceptance of 
tradition. 
73. Students are encouraged to give a lead in working for social 
reforms in their local community. 
74. Individual tutorials and pastoral care by tutors are a feature 
of this college. 
75. The library has collections of paintings and gramophone records 
on loan which circulate widely among the students. 
76. Most students follow a systematic schedule for studying and 
recreation. 
77. Old students are always pleased to discover that few things have 
changed since their time. 
78. People here, in general, show great consideration for, and 
tolerance of each other. 
79. There are quite a number of student organisations actively 
involved in college or community affairs. 
SO. Students who are given an adverse comment on their work really 
strain themselves to earn a better report. 
81. Many students in this college participate in various ways 
(in Scouts, youth clubs, voluntary groups, etc.) in working with 
children during holiday periods. 
82. Most students dress and act in this college according to their 
own tastes and belief. 
83. Students in this college are actively concerned about inter-
national affairs. 
34. Careful reasoning and clear logic, rather than personal likes 
and dislikes of lecturers, are used as a basis of grading 
student papers in this college. 
95. To most students here, music and art are to be studied as well 
as experienced. 
,'36. In most classes, the presentation of material is well planned 
and illustrated. 
87. The main college events call out a lot of enthusiasm and support 
from students and staff. 
88. In most classes there is a good deal of jOking and laughing. 
89. Students spend a lot of time together in common rooms, snack 
bars and in one another's rooms. 
90. A substantial number of the students here take sedatives or 
tranquillising pills round about exam. times. 
91. A controversial speaker always stirs up a lot of student discussion. 
92. Students are expected to work out the details of their own 
study programme in their own way. 
93. National elections generate a lot of strong feeling in the college. 
94. Channels for expressing student's complaints are readily 
available. 
95. Students who work hard for the fun of it are likely to be 
regarded as fairly typical here. 
96. Members of staff put a lot of energy and enthusiasm into their 
teaching. 
97. Many senior students consider it their duty to help new students 
adjust to college life. 
98. When students do not like an administrative decision, they 
really work to get it changed. 
99. It is easy to obtain student speakers for clubs or meetings. 
100. Frequent tests are a feature of this college. 
	 • 
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Classroom Observation Schedule  
(Used during final Teaching Practice. See Chapter 7) 
Could you kindly complete this sheet at the end of your observation 
of the student's teaching. 
NAME OF STUDENT 	  If in Secondary School, 
Age of Class 
DATE OF VISIT  
NATURE OF LESSON (just a word - e.g. °French', 
'Activity', 'Story') 
OBSERVATIONS  
From your impressions, could you circle the words below to describe 
your feelings about what you saw of the student: 
1. Use of Praise - Did she praise the children: 
frequently? fairly regularly? a moderate amount? rarely? 
practically never? 
2. "Contact" with children - Did you feel her relationship with the  
children was: 
very good? good? average? poor? very poor? 
3. Choice allowed to children - how much choice did she seem to be  
allowing- the children: 
a Lreat deal? quite a lot? a moderate amount? little choice? 
no choice? 
4. Choice of friendship grouping - Did she allow children to work  
together: 
a great deal? quite a lot? a moderate amount? rarely? never? 
5. How actively do you think she tried to link the school work with  
the local environment, homes, the outside world, etc: 
a great deal? quite a lot? a moderate amount? little? not at all? 
6. How much do you think the children were learning worthwhile things: 
a great deal? quite a lot? a reasonable amount? only a little? 
nothing at all? 
7. dodld you describe her approach generally as "authoritarian" or  
"democratic"?  
Very authoritarian authoritarian a mixture democratic very 
democratic 
Flexibility in the student's planning and organisation and classroom  
behaviour - How capable does she seem to be in adapting, her teaching  
to particular circumstances which arise: 
Too flexible? flexible? a moderate amount? inflexible? very 
inflexible? 
9. Involvement with children - Did student appear to be: 
Very actively involved? involved? moderately involved? uninvolved? 
very uninvolved? 
10. Amount of "findin out",%xperimentation" on part of children - how  
much "finding out" did she seem to be allowing for? 
A great deal? quite a lot? a moderate amount? little? none? 
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11. How much do you think she uses stars or marks or badges etc., to  
try to motivate: 
A great deal? quite a lot? a moderate amount? rarely? never? 
12. Lesson assessment - Do you consider her performance on this lesson 
to be: 
Very good? good? about average? below average? very poor? 
13. 'Jeneral assessment as a teacher - Looking to the future, do you  
consider her to be: 
Very promising? promising? average? below average? very poor? 
14. Do you consider the circumstances (children, teacher. etc.) under  
which she is workin to be: 
Very difficult? difficult? about average? easy? very easy? 
If you have nay other observations you wish to make, please write 
on back of form. 
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Lotter to Education Tuto:  
(completed by Education tutors nt the end of first, second and 
',;L,ird year) 
Dear 
I would be most grateful if you could once again 
help me with my research. Could you, in the spaces 
below, please rate your 	  students on TWO 
counts: 
A. how ou feel 	 ^0 likely to turn cy.l.t as  
teachers  
A = Very good/very promising, etc. 
B = Good/above avera.:e/promisin 
C = Average/satisfactory 
D'= Below average/weak/needs help 
• = Very poor/will need to change a lot 
to "make the rrade" 
P. How "open" or "closed" ,you feel them to be towards  
new ideas in education, educational experiments,. 
children's behaviour, etc.  
i.e. - "flexible" rather than "rigid" 
- capacity generally to see a. number of 
alternatives rather than just one 
- able to examine beliefs and procedures 
CRITICALLY rather than accepting then 
ritualistically or habitually. 
5 = Very "open" 
4 = "Open" 
= Not displaying either tendency in a 
marked degree 
= "Closed" 
= Very "closed" 
Many thanks indeed for your help. 
Yours sincerely, 
A . P _)• 
How likely to how "open." or 
tur 	 out 	 as 
teachers 
"closed" 
1.  
2. 
 
3.  
etc 
529. 
Appendix 3 
Response Rates to ,tuestionnaires, etc.  
iltedonnaire Sample No Response Date 
RDI (Pilot) lear 3(P) 84 12/67 
RDI (Test) Year 3(P) 53 100 2/68 
RDI (Retest) Year 3(P) 53 100 3/68 
RDI Year 1(L) 126 100 10/68 
RDI Year 1(L) 124 100 7/69 
RDI Year 2(L) 11: 100 7/70 
RDI Year 3(L) 105 96 6/71 
RDI Year 3(LTP) 69 100 9/70 
RDI Year 3(LTP) 69 100 12/70 
RDI Non-students 68 100 9/68 
RDI Non-students 33 48 6/71 
RDI Staff 31 91 5/70 
MSOE Year 1(L) 126 100 10/68 
MSOE Year 3(L) 105 96 6/71 
3YQ Year 3(L) 105 96 6/71 
EPI Year 1(L) 126 100 10/6C 
EPI Year 3(L) 105 96 6/71 
CEI Year 3(L) 105 96 6/71 
COS Year 3(LTP) 54 9-12/70 
(usable) 
Tits Years 1/3(L) All 100 6/69.-6/71 
Kai a) uestionnaire titles on preceding page 
b) F =4 Pre-longitudinal sample third year students 
L = Longitudinal rample 
LTP at, Longitudinal sample: teaching practice sample 
Note in addition a sample of the longitudi 
interviewed regularly throughout the 
Full details of composition and frequ 
views are on pages 300-304. 
nal cohort was 
three years. 
ency of inter- 
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Appendix 4 
Mole Definition Instrumen‘, Scores  
Longitudinal Sample Years 1, 2 and 3, 
and Non Students 
(Pp 531-533) 
ColleEe Environment index Scores  
LonjAudinal Sample Scores 
(p 534) 
531. 
Scores on 34 item Role Definition Instrument  
final Lo. itudi..- 1 Sample n=105  
First Year (start) First Year (end) 
  
Primary Secondary Prirary Secondary 
x SD x SD x SD 
1 31606 1.147 2.532 1.127 3.550 1.032 2.?39 1.139 
2 
31394 1.037 0.904 3.00. 0.792 
3 4.422 0.628 3.716 1.098 4.440 4.009 0.957 1.12 3.706  1.149 3.90r 0. 3.07 .014 3.523 1.059 2.982 1.054 4.055 0.75 3.514 0.968 
r. 
3./52 
2.945 
0.830 
1.177 
2.899 
2.413 
1.030 
1.011 
3.743 
3.349 
0., , 
1.10 
3.110 
2.917 
0.916 
1.107 3.312 0.978 3.752 0.'32 3.743 0.T,, 3.35 0.752 4.587 0.548 4.055 1.121 4.440 0.673 3.844 1.002 3.317 0.373 3.6c,2 0.97's  3.963 0.849 3. 844 . _ 11 
12 
3.119 
3.5-r 
1.176 
1.04 
2.550 
2.826 
0.957 
1.169 
3.009 
4.15 
1.118 
0.735 
2.560 
3.459 
0.976 
1.133 
13 4.257 0.834 3.706 1.133 4.349 0.843 3.307 0.866 14 1.335 0.855 2.239 1.162 2.376 2.44o 1.142 15 2.495 1.077 2.339 0.993 3.101 1.097 2.413 0.863 1.932 1.009 3.064 1.091 2.905 1.1 5.512 1.00,S 3.294 0.926 3.459 1.005 3.349 3.330 1.001 3.945 0.901 2.982 1.0.S3 3,852 0.947 1.94 0.'991 19 3.945 0.970 3.798 1.104 4.349 0.672 4.033 0.894 
20 
21 
3.092 
4.642 
1.0J 
0.536 
3.495 
4.587 
1.033 
0.548 
3.133 
4.532 
1.047 
0.570 
3.312 
4.486 
0.920 
0.587 22 3.-79 1.105 1.19 4.202 0.C25 4.013 1.009 
23 2.734 1.042 3.015,  1.194 3.147 1.061 3.248 1.011 
24 2.404 0.806 2.54i 0.922, 2.220 0.809 0.59 
3.587 0.863 4.202 0.717 3.917 0.883 4.110 0.786 4.02C 0.947 3.963 1.088 4.046 0.86!, 4.033 0.C.51 
4.394 
2.903 
0.770 
1.093 
4.404 
1.202 
0.783 
1.070 
4.385 
3.330 
0.607 4.330 
2.390 
0.667 
1.11+9 29 
30 
31 
32 
3.624 
3.353 
4.128 
4.284 
0.921 
0.826 
0.771 
1.001 
3.321 
4.495 
3.679 
4.239 
0.999 0. X47 
0.912 
1.053 
3.578 
4.153 
5.771 
3.991 
0.820 3.450 
4.539 
3.440 
4.009 
0.799 
0.516 
0.787 
1.041 33 
34 
4.321 
3.807 
0.559 
1.03 
3.321 
3.70,) 
0.980 
1.133 
4.211 
.7.826 
0.579 
1.070 
3.560 
3.725 
0.897 
1.004 
Mtal 121.156 8.536 113.651 9.505 126.183 8.P70 118.294 9.827 
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::cores on 34 item Role Definition Instrument 
	 cont...  
6econd Year (end) Third. Year (end) 
Primary Secondary Primary :3econdary 
Y SD i SD ic SD 7. SD 
3.807 0.976 2.697 1.023 3.752 1.081 2.945 1.026 
2.317 0.964 2.257 0.712 2.927 1.,:)5 2.303 0.844 
4.376 0.650 3.972 0.907 4.459 0.553 4.083 0.840 
4.211 0.851 4.064 0.8,64 4.119 0,77 3.C62 0.986 
5 4.303 0.601 3.642 0.948 4,349 0.7,4 3.81 0.813 
3.661 0.341 2.743 0.907 3.624 0. 2.T_35 0.39: 
7 3.881 0.847 3.083 1.073 3.853 0.901 3.266 1.103 7, 3.651 0.750 5.890 0.629 3.771 0.857 3.93') 0,761 
9 4.339 0.656 3.606 1.080 4.294 0.671 3.697 0.928 
10 3.963 0.793 3.853 0.0O3 3.899 0.27 3..,17 0.841 11 2.725 1.088 2.248 0.862 2.532 1.110 2.138 0.810 12 4.240 0.35 3.638 1.016 3,991 0.7 3.385 1.096 13 4.413 0.656 3.725 0.901 4.339 0.513 3.661 0.852 14 2.440 1.031 2.606 1.030 2.5-32 1.143 2.569 1.066 15 3.138 0.976 2.440 0.787 3.174 1.053 2.550 0.855 1._i 3,183 1.047 3.339 0.905 3.147 1.112 3.376 0.931 
,, 3.257 1.004 3.294 1.065 3.174 1.035 3.183 1.056 3.927 0.690 3.202 0.880 4.165 0.553 3.404 0.934 1.:, 4.321 0.70. 4.028 0.928 4.385 0.508 4.165 0.714 20 2.945 0.921 3.110 0.996 2.945 1.035 5.147 0.970 21 4.578 0.514 4.495 0.571 4.514 0.502 4.468 0.501 
,, ,,... 4.357; 0.714 4.147 0.911 4.257 0.738 4.211 0.734 27; 3.367 0.949 3.523 0.968 3.404 1.010 3.587 0.945 
2.137 0.7:S3 2.174 0.730 2.202 0.014 2.211 0.340 
a, 3.917 0.747 3.991 0.766 3.789 0.794 3.844 0.796 
L. 4.15 0.772 4.147 0.348 4.147 0.03 4.211 0.759 27 4.550 0.536 4.440 0.584 4.275 0.826 4.275 0.815 
2... -.;„183 0.925 2.734 1.033 3.119 0.960 2.793 0.970 29 3.532 0.845 3.550 0.787 3.752 0.784 3.651 0.762 
30 4.246 0.669 4.569 0.516 4.295 0.,-.f .413 0.548 
31  3.881 0.813 3.679 0.838 3.982 0.745 3.817 0.818 
32 3.991 ().995 3.954 0.975 3.945 0.989 3.963 0.971 33 4.083 0.654 3.560 0.907 4.183 0.512 3.716 0.829 34 3.817 1.011 3.862 0.928 3.697 1.014 3.71 04.9:7 
Total 127.404 7.620 118.312 3.386 126.872. 9.037 119.083 9.716 
1 
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,E;cores on 34 item Role Definition Instrument 
	
cort... 
Non-students (11=68) 
(start) 
Non-studenta (n=33) 
(end) 
Ta-iTr.,ry Secondary 1 .ry ...,condory 
X - SD _ SD x SD 
4-1  
c
—
 	
r
-
 
	
N—
 	
c
 41
,1 	
("4
 	
( 	
t'cl
 
141 r'r0 t't  
2.574 1.150 1.779 0.772 3.0._ -, 1.C. 1.909 0.765 
2.824 1.221 1.882 0.955 2.970 1.075 1.879 0.857 
4.02% 0.977 3.676 1.376 4.122 C. 3.782 1.341 
3.868 0.945 3.971 0.930 3.939 0.966 3.939 0.998 
2.824 1.105 2.362 0.929 3.030 1.104 2.939 0.933 
3.015 1.178 2.441 1.111 3.273 1.12c 2.485 1.093 
2.794 1.241 2.367 1.105 3.0Y1 1.14 2.455 1.005 
2.912 1.218 3.529 1.113 2.879.  1.083 3.758 0.792 
4.353 0.7.. 3.32 1.303 4.273 0.80',  3.545 -1.325 
3.456 1.165 3.235 1.148 3.636 0.994 3.273 1.039 
2.779 1.337 2.176 0.913 2.728 1.135 2.242 0.830 
3.618 1.120 3.029 1.233 3.788 1.083 2.939 1.368 
4.324 0.701 3.662 1.074 4.333 0.645 3,667 0.990 
2.147 0.868 2.368 1.145 2.333 0.990 2.606 1.171 
2.265 0.924 2.206 0.939 2.212 0.820 2.061 0.327 
2.485 1.252 3.368 1.078 2.303 1.185,  3.364 0.994 
3.235 0.948 3.250 1.098 3.364 0.822 5.485 0.906 
4.162 0.725 3.191 1,149 4.212 0.650 3.152 1.228 
3.559 1.262 3.662 1.241 3.970 1.13,1 4.061 1.171 
2.603 1.053 3.044 1.152 2.758 0.969 3.303 1.045 
4.456 0.502 4.265 0.661 4.545 0.50 4.242 0.663 
3.691 1.123 3.868. 0.845 3.606 1.059 3..79 0.781 
2.926 1.297 3.206 1.356 3.242 1.251 .15 1.272 
2.324 0.969 2.309 0.918 2.485. 0.906 2.455 0.833 
3.397 1.102 3.765 1.021 3.424 .1.11. 3.909 1.042 
4.265 0.987 4.353 0.877 4.364 0.895 4.485 0.834 
4.485 0.503 4.362 0.751 4.485 C. .,_. 5,394 0.704 
2.721 0.912 2.221 0.912 2.818 0.950 2.333 1.109 
3.132 0.879 2.976 0.93f-) 5.212 0.92 2.909 1.011 
3.838 0.908 4.397 0.650 3.788 0.927 4,333 0.736 
4.000 0.623 3.45 0.763 3.939 __ . 	 .7 0.761 
3.941 1.006 4.059 1.035 3.939 1,17. 4.030 1.159 
3.956 0.771 3.441 1.056 4.030 0.720  5.364 1.055 
2.559 2.098 2.794 1.073 2.879 1.193 3.091 1.15 
113.515 11.777 1C2,.74 9.591 117.121 '. ',11.061 8.896 
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Collez.e Environment Index 
Item Scores  
(105 students completed the CEI: Score represents nun:ber 
of students reporting item as true) 
Item No. Score Item No. Score Item No. Score 
1 0 41 20 31 77 
2 56 42 70 32 107 
3 31 43 56 83 21 
4 28 44 93 84 37 
5 82 45 37 85 28 
6 29 46 14 86 50 
7 15 47 60 87 46 
8 25 43 63 88 68 
9 53 49 72 39 109 
10 56 50 0 90 24 
11 11 51 28 91 61 
12 99 52 31 92 98 
13 16 53 81 93 32 
14 33 54 41 94 36 
15 26 55 25 95 10 
16 12 56 10 96 39 
17 39 57 16 97 54 
18 99 58 41 98 3o 
19 90 59 85 99 29 
20 2 60 56 100 1 
21 34 61 82 
22 101 62 72 
23 27 63 59 
24 52 64 95 
25 27 65 53 
26 42 66 40 
27 12 67 69 
28 24 68 14 
29 81 69 65 
30 32 70 66 
31 41 71 40 
32 91 72 67 
33 99 73 32 
34 77 74 90 
35 16 75 20 
36 33 76 18 
37 17 77 34 
38 96 73 86 
39 58 79 38 
4o 49 80 45 
53 5 . 
Appendix 5 
A note on the BMD Computer Pro6rammes 
ARPOndix  
A note on the BMD Biomedical Co rruter Prerannes 
Throuchout the investication, data bas been tabulated and 
analysed usinc the 3RD set of computer procremmea pzepsred by Dixon 
(118). This set was selected on the advce of Dr.B.Lau4,han, Lecturer 
in Uomputing at the University oS London .tnatitute of Uncation. The 
I3M 360 of University 0olla:„e and the CDC 6600 of the I:Uversity of 
London are both programmed for the 141D set and were used by the invoeti. 
:,star over the period of tee re search. 
The BMD ranual represents a Sart of atatiatical pro;ranmea used 
for data description end analysis. Cri;!inally develo:Ad for 	 ical 
researc.., each programme is in the fora of a complete package. .,rans—
eneration facilities built into each prod;ra4 e enabled RDI total 
scores to be calculated end analysed from item date. 
The two pro:rammee used extensively verso 
aHD 02D Correlation with Transgeneration 
3MD 07D Description of strata with histocrams with one 
%my analyeis of variance 
The cor,putational procedure for programme LKD 02D is ,iven on 
per:e 537 followinc. An example of the printout for procxamme 3MD 07D 
iJ as gown on paoso 53'. 
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